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Abstract. The relevance of this study is determined by the need for a scientifically grounded rethinking of the education
and upbringing system of the Kyrgyz Republic in the context of globalisation, which is accompanied by the blurring of value
orientations and the growing risk of losing national identity. The purpose of the article was to develop and theoretically
substantiate a general pedagogical model of education and upbringing based on the traditional values of the Kyrgyz people
and modern scientific and pedagogical approaches, within the framework of the Unguzhol Doctrine. The study employed
methods of theoretical analysis, synthesis, systematisation, comparative pedagogical analysis, and conceptual modelling.
The research examined the philosophical, pedagogical, and methodological foundations of the Unguzhol Doctrine, which
serves as the core of the proposed pedagogical model. The structure and content of the Doctrine, its strategic significance
for the teaching of social and humanities disciplines in higher education institutions, as well as the tasks set forth in the
document and the ways of their implementation were analysed. It was established that the proposed general pedagogical
model creates a scientific basis for the formation of a citizen of Kyrgyzstan, reveals the fundamental value-based and
personal characteristics inherent to a citizen of Kyrgyzstan, and defines effective ways and means of their purposeful
formation within the education and upbringing system. Special attention was paid to the key provision of the Doctrine
aimed at transforming Kyrgyzstan from a consumer country into a producer country, which corresponds to modern socio-
economic conditions and the requirements of a post-industrial society. The practical significance of the study lies in the
possibility of using the obtained results by university teachers, researchers, and developers of educational programs in the
modernisation of social and humanities education and educational activities

Keywords: national values; national identity; Unguzhol; doctrine; citizen of Kyrgyzstan

H INTRODUCTION

For developing states, the question of educating citizens, = Such pedagogical issues become particularly acute during
particularly younger generations, in accordance with con-  periods of state formation, when determining the country’s
temporary requirements represents a critical challenge. position among other nations, forming national identity,
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ensuring state security, and establishing international
recognition. These challenges intensify during complex
developmental processes and become significant social
concerns. Currently, the Kyrgyz state faces transforma-
tions characteristic of post-industrial societies: transitions
from quantity to quality, establishment of market relations
in socio-economic sectors and public interactions, all oc-
curring within the conditions of globalisation — an unde-
fined, worldwide phenomenon affecting nations globally.
Globalisation transforms not only economic and political
connections between states but also cultural, linguistic, re-
ligious, and spiritual spheres within societies. As the world
simultaneously expands and contracts under globalisation,
individuals, societies, and states must determine their po-
sition and civic identity. The loss of national identity in
the globalisation era results from deterioration of citizens’
internal worlds, diminished national consciousness, and
absence of patriotic and civic sentiments. According to
the Kyrgyz Republic’s “National Values” programme, the
framework comprises four principal directions: (1) culti-
vating valuable individuals (forming and developing valua-
ble citizens of Kyrgyzstan); (2) transitioning from valuable
individuals to a valuable society (disseminating valuable
behaviour at the societal level); (3) strengthening valuable
spiritual culture (preserving and developing spiritual cul-
ture); and (4) preserving and protecting valuable material
culture (standardising and developing material culture).
These directions are interconnected and achieve effective-
ness only through integrated implementation (Presidential
Decree No. 303, 2022).

V. Musaieva & D. Baibosova (2024) considered socie-
ty holistically, defining it as spiritual-moral ethics, values,
and the nation’s spirit as its core and soul. The foundation
of education based on national values primarily consists
of teachers’ ethnopedagogical preparation. A. Alimbek-
ov (2022) defined ethnopedagogical preparation as his-
torical memory, respectful attitudes towards ethnocultur-
al values, the ability to connect past and future, and the
system of knowledge, skills, and competencies essential
for teachers. These concepts emphasise the significance
of moral and ethnocultural competence in teacher prepa-
ration. A. Muratov & N. Sovietbekova (2024) noted that
upbringing must begin primarily in the family, stating that
children are given as small human beings, and if deprived
of care and attention, their future develops poorly. There-
fore, adequate preparation of future teachers for educa-
tional work during their student period becomes critically
important, enabling them to support parental responsibili-
ties and properly educate children.

Contemporary research confirms the complexity of ed-
ucational issues under globalisation conditions. S. Bayga-
ziev (2025) indicated that globalisation affects economic,
social, and cultural spheres, creating threats to national
identity. Under these conditions, cultivating patriotic, mor-
al, and valuable individuals becomes a state-level strate-
gic task. M. Yurchenko (2024) reinforced this perspective,
demonstrating the necessity of forming civic and national
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identity in curricula. Kyrgyz researchers N. Diushee-
va (2023), A. Mamytov (2024), and A. Raimkulova (2024)
identified increased demands on teachers under conditions
of globalisation, informatisation, technologisation, and
distance learning, emphasising the necessity of integrating
these with national characteristics, psychology, values, and
folk educational traditions. The education and upbringing
system in Kyrgyzstan requires preparation of teachers with
high ethnopedagogical competence, moral ethics, and rich
values. This establishes the foundation for future teachers
to educate younger generations and preserve national iden-
tity. The research aimed to theoretically develop a peda-
gogical model that provides future teachers of the Kyrgyz
Republic with educational, ethnocultural, and moral com-
petencies for educating younger generations and preserv-
ing national identity under globalisation conditions.

B MATERIALS AND METHODS
This study possessed a theoretical character and focused on
developing a pedagogical model for preparing future teach-
ers in Kyrgyzstan. The research based itself on systematic
analysis of normative documents, philosophical-pedagogi-
cal literature, and authors’ empirical observations. Primary
normative documents included the President of the Kyrgyz
Republic’s 2022 “National Values” programme (Presidential
Decree No. 303, 2022) and the 2024 Unguzhol world-lev-
el doctrine (The Doctrine of the Kyrgyz Republic..., 2024).
Additionally, relevant laws and regulations defining na-
tional education policy and teacher preparation standards
were utilised. Three principal scientific methods were em-
ployed in the research. Content analysis was conducted to
identify key principles, values, and strategic goals of the
Unguzhol Doctrine and “National Values” programme,
with particular attention to patriotic, moral, and national
identity aspects. Comparative analysis was employed to
examine interrelations between national values and glob-
al challenges (globalisation, post-industrial social trans-
formations, cultural assimilation). This method enabled
identification of intersections between national traditions
and contemporary socio-economic and educational require-
ments. Conceptual modelling was utilised in theoretical
construction of the pedagogical model, integrating nation-
al identity, ethical principles, and patriotic competencies.
Methodological recommendations from other authors
were also employed. For instance, S. Rysbaev’s (2015)
method of developing value-based curricula and A. Al-
imbekov’s (2017) concept of ethnopedagogical prepara-
tion were utilised in substantiating components and stages
of the pedagogical model. The research information base
comprised official sites of the Kyrgyz Republic, presiden-
tial decrees in archives, peer-reviewed academic journals,
and authors’ observations conducted with teachers and stu-
dents. Selection of the Unguzhol Doctrine as the primary
source is justified by its integration of patriotic, ethical,
and cultural education aligned with national strategic ob-
jectives. This methodology enables systematic theoretical
examination of future pedagogical personnel preparation
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in Kyrgyzstan, preserving national identity and forming
ethical-patriotic competencies.

B RESULTS AND DISCUSSION

Principal directions

of the Kyrgyz Republic’s national pedagogical model
and the Unguzhol Doctrine

Under such circumstances, the necessity emerges to return
to historical paths, determine fundamental pedagogical
principles defining the state structure system and strategic
directions of national development based on spiritual val-
ues. The Doctrine of the Kyrgyz Republic “National Spirit —
World Heights” (2024) emerges as the strategic document
defining the foundation and basic principles of contempo-
rary national pedagogy of the Kyrgyz Republic. It repre-
sents a document “...uniting the country’s citizens into a
unified whole, reviving faith in a bright future, strength-
ening civic patriotism and national spirit, opening paths
to new breath”. The concepts of “breath” and “direction”
in the document’s title derive from cultural and spiritual
traditions of the Kyrgyz people: “breath” signifies spiritual
strength and inspiration, whilst “direction” represents a
historical and future-oriented path.

Currently, positive tendencies are observed in the de-
velopment of the Kyrgyz Republic, with increasing trust in
state institutions and authority within society. Under such
conditions, the necessity for strategic documents aimed
at strengthening national identity, civic consciousness,
and patriotism intensifies. The “National Spirit — World
Heights” Unguzhol proposed by the President of the Kyrgyz
Republic is considered a significant state-level document of
national ideology, aimed at strengthening ideological foun-
dations of Kyrgyz society. This document must be accepted
as a fundamental general national direction encompass-
ing public-political, socio-economic, and cultural-spiritual
development directions of the Kyrgyz people, relevant to
nearly all sectors of Kyrgyzstan. National Unguzhol forms
the scientific-methodological foundation of contemporary
Kyrgyz pedagogy and education by defining the develop-
mental future of the Kyrgyz people. Its principal leitmotif
demands a national pedagogical model aimed at forming
a creative Kyrgyz citizen — physically healthy, with strong
patriotic consciousness, morally stable, intellectually ad-
vanced, aesthetically rich, equipped with modern tech-
nologies, flexible, capable of finding their place amongst
various cultures. Most significantly, the “National Spirit —
World Heights” doctrine serves as an instrument uniting
the country’s citizens, strengthening civic, patriotic, and
national spirit (breath), inspiring the general Kyrgyz com-
munity, including pedagogues working in education.

The Doctrine not only defines general directions of
ideological development but also characterises “A patriotic
Kyrgyz citizen — a person possessing the virtue of serving
the people, knowledge and professionalism appropriate to
contemporary demands, capable of free thinking and in-
dependent correct decision-making, overcoming various
obstacles in achieving goals, with strong will, boundlessly
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loving their homeland and people”. The principal tasks of
achieving such citizenship are defined in the Doctrine as:

1. Forming national worldview based on respect for
Kyrgyz people’s history, culture, and customs.

2. Developing civic patriotism, supporting initiatives
contributing to strengthening social unity.

3. Developing educational programmes and cultural pro-
jects aimed at disseminating national values amongst youth.

4. Strengthening the international image of the Kyrgyz
Republic as a country possessing rich cultural heritage and
progressive views towards the future.

5. Forming the uplifting spirit and creative atmosphere
of society members accompanied by pride and honour in
being Kyrgyz citizens.

Amongst tasks set in the Doctrine, particular emphasis
must be placed on defining priority measures for raising the
population of the Kyrgyz Republic from consumer status to
producer level, required by contemporary socio-econom-
ic conditions and post-industrial society; forming values
in citizens’ consciousness of earning from honest labour,
not coveting others’ wealth, viewing and protecting state
property as their own. This task actualises requirements
for economic literacy, thriftiness, organisation, discipline,
responsibility, and transition from quantity to quality in
all spheres of activity from each citizen. For the Kyrgyz
population, which has not experienced genuine capitalism
and lived according to clan, kinship, and mutual assistance
traditions characteristic of the feudal era, then existed in
the Soviet era’s distributive period, adherence to principles
such as “stretch your legs according to your bed”, “become
accustomed to living without coveting others’ wealth”,
“work like a slave, live like a lord”, and “five fingers are
not equal” becomes actualised, along with observing rules
of non-interference with state and private property.

Requirements set forth in the Doctrine demand a na-
tional pedagogical model emphasising citizenship issues
in the Kyrgyz Republic and encompassing implementation
methods. The national educational model of pedagogy
must be constructed considering current socio-economic
conditions, Kyrgyz people’s nature and mentality, histor-
ical-cultural path, national-spiritual wealth, linguistic and
religious characteristics, and the reality that Kyrgyzstan
is a multi-ethnic state. These issues connect with external
factors such as democratisation in the globalisation era, in-
ternational problem complexities, and labour market trans-
formation; most critically, consideration must be given to
labour-capable population exposure to migration. Simulta-
neously, internal factors characteristic of youth — mobility,
desire to know other countries, career growth, self-affir-
mation and self-expression, realisation — accompanied by
actions, whether desired or not, compel the population,
especially younger generations, to know their native lan-
guage, develop economic entrepreneurship, multicultural-
ism, social flexibility, emotional intelligence, openness to
technological innovations, and live, work, and study under
digitalisation conditions. Therefore, discussing the “Na-
tional Spirit — World Heights” Unguzhol, multiculturalism
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and multilingualism characteristic of Kyrgyz citizens must
not be forgotten. Notably, for citizens of the Kyrgyz Repub-
lic, knowing two or more languages constitutes the gen-
eral linguistic situation. The predominant portion of the
country’s population speaks the state language — Kyrgyz —
whilst over 40% speak Russian, and contemporary migra-
tion processes strengthen the necessity of mastering other
world languages, including English. This is stipulated in
the Doctrine: “...respectful attitude towards the language,
history, and culture of near and far neighbouring peoples”.
Such linguistic competencies are seen as essential tools for
the successful integration of Kyrgyz citizens into the global
socio-economic space.

National educational model

and civic identity under multicultural conditions

The concept of Kyrgyz citizen forming the core of the Doc-
trine necessitates forming citizenship, which, despite be-
ing a paramount issue for the entire Kyrgyz people, lacks
specialised research on this matter. Simultaneously, human
self-identification as a citizen, particularly self-awareness
as a national representative, constitutes a critically impor-
tant issue. For the Kyrgyz Republic — multi-ethnic, mul-
tilingual, multi-religious, multicultural, and geopolitically
exposed to various external influences — forming citizen-
ship remains an extremely complex issue occupying first
place theoretically and practically. Under such conditions,
one of the significant tasks of social-humanitarian sciences,
including pedagogy, actualises the issue of forming indi-
viduals capable of preserving their national-cultural iden-
tity whilst simultaneously being tolerant (patient towards
cultural differences) towards other national characteristics
under multilingual and multicultural conditions, as multi-
lingualism and multiculturalism become social norms and
values of contemporary society.

Characteristics of the Kyrgyz people that distinguish
them from other nations — hospitality, tolerance (patience,
endurance), equality (democracy), compassion, amongst
other qualities — whilst undoubtedly representing high
moral qualities, manifest obvious submissiveness (firmly
adhering to something, bowing down), often leading to
renunciation of their own interests (frequently to avoid
offending others). Subordination strength towards the cen-
tre by authorities, inability to preserve values within short
time periods, and susceptibility to absorption by other cul-
tures (for instance, language, religion) provide impetus.
Consequently, in Kyrgyzstan, a generation emerged that is
neither “Kyrgyz” nor “Kirgiz”, neither Kyrgyz nor Russian
nor German nor anyone else. As indicators of citizenship,
according to B. Saydullayevich (2025), human social ma-
turity emerges, along with citizens’ duties towards home-
land and society, family obligations, responsibility towards
their labour and profession, and political-ideological and
moral qualities. These qualities manifest in human civic
position (stance) — attitudes towards society, state, legal
and religious organisations, authority, etc. Social maturi-
ty correlates with psychological and intellectual maturity.
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When psychological maturity is incomplete, human social
maturity delays, and their human behaviour, thinking, and
understanding of societal demands fade. Simultaneously,
changes in education goals complicate pedagogues’ profes-
sional duties, demonstrating that traditional preparation
models fail to meet current societal demands.

Therefore, from a pedagogical perspective, as noted by
T. Putri (2024), systematically conducted social, civic, and
patriotic education, depending on each country’s historical
and social development characteristics and corresponding
to specific social and economic conditions, encompasses
specially developed educational policy, ideology, models,
programmes, and sequential educational measures. A. Sila-
ban et al. (2024) stated that civic education corresponding
to requirements ensuring stability in the country, consider-
ing human resources, represents the goal of patriotism-ori-
ented education. It must encompass components such as
patriotic education tasks, patriotic education content, pa-
triotic education means, patriotic education methods (tech-
nologies, methods), and results of patriotic education con-
ducted based on these components.

The fourth pillar of Unguzhol positions education,
science, knowledge, and culture as its principal methodo-
logical direction. This expresses profound conviction that
the sole path to preserving the Kyrgyz people as a nation
and state connects to traditional educational experience
inherited from ancestors, science, knowledge, and cul-
ture. Therefore, emphasis is placed on the equal obliga-
tion of the family, society, and state trinity in educating
future citizens according to national values, providing
contemporary scientific education, and forming high-cul-
ture professionals (Mechrishvili & Tkacheva, 2025). The
reason for considering the Unguzhol Doctrine as a meth-
odological foundation is that, when addressing any issue,
methodology is required to form foundational ideas con-
stituting its core. According to N. Asipova (2014), meth-
odology, considered as a scientific concept, encompasses
tools guiding determination of the object, subject, goal,
and tasks of the issue under consideration, as well as re-
search means and methods necessary for achieving the
goal. The methodological characteristic of Unguzhol re-
veals all elements of current education from goal to re-
sult. Above all, it poses questions of creating contempo-
rary new models of education, the family as the state’s
small model, educational institutions, and teaching and
upbringing work within them (Baygaziev, 2020).

From a scientific-methodological perspective, it should
be noted that for the multi-ethnic Kyrgyz state, educating
Kyrgyz citizens accompanies conceptual issues at the ideo-
logical level. The principal issue here involves distinguish-
ing the essence and significance of the concepts “state ide-
ology” and “national ideology” and harmoniously applying
them to educational goals and tasks. This is not simple, as
scientifically understanding, distinguishing, and interpret-
ing these two concepts and applying them in the educa-
tional process requires scientific-methodological prepara-
tion. Notably, the concepts of national ideology and state
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ideology, each possessing their own essence and signifi-
cance, do not always coincide. Distinguished from national
ideology, state ideology represents political provisions, de-
crees, orders, educational programmes, and special appeals
presented in the form of ideas officially supported by state
organisations and institutions based on politicised laws,
directing social life. National ideology, however, signifies
a collection of ideas encompassing collective identity by
reflecting the people’s history, culture, and customs, nat-
urally reflecting the people’s historical experience, ethnic
characteristics, and cultural-spiritual values, according to
A. Alimbekov (2017).

In Unguzhol, which is widely discussed at conceptual
and scientific-practical levels, attempts to harmonise na-
tional ideology with state ideology are evident. This can
be substantiated as follows. Firstly, the “National Spirit —
World Heights” Unguzhol is a document developed at the
state level; therefore, it reflects various current develop-
ment directions of the state. Secondly, Unguzhol is an of-
ficial document demanding development of national ed-
ucational strategies and, if necessary, its national model,
based on national values, wealth, and customs. From this,
for Kyrgyz citizens, human self-awareness as a national
representative and state citizen emerges as an extremely
complex social and psychological phenomenon. As life ob-
servations and scientific research demonstrate, under glo-
balisation conditions, phenomena amongst youth include
marginalisation (indefiniteness of national-cultural bound-
aries); national-cultural alienation; cultural assimilation
(absorption amongst other nations); and national separa-
tion, accompanied by social-psychological and moral be-
havioural diffusion, complicating human national-cultural
formation (Kadenova & Arakeev, 2024). This highlights the
importance of a structured approach to fostering national
identity within the modern global context.

Integration of the Unguzhol Doctrine

into pedagogical practice and research discussion

The principal goal of state-level civic education involves
forming the uplifting spirit and creativity of society mem-
bers accompanied by pride and honour in being Kyrgyz
citizens. Under such conditions, amongst the significant
educational tasks of social-humanitarian sciences, includ-
ing pedagogy, the issue of forming individuals capable of
preserving their national-cultural identity whilst simultane-
ously being tolerant (patient towards cultural differences)
towards other national characteristics under state language,
multilingual, and multicultural conditions becomes actual-
ised (O’Sullivan & Pashby, 2008). Simultaneously, the posi-
tion of the Kyrgyz language, forming the primary attribute
of statehood, is undoubtedly special. Related to this, “caring
for the development of the state language and its constant
use in all spheres of social life is the duty of every Kyrgyz
citizen”, and “...the Kyrgyz language does not need protec-
tion, only application” (The Doctrine of the Kyrgyz Repub-
lic..., 2024). This requirement must be executed directly,
without any disputes, and must be under state supervision.
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Another advantage of the Unguzhol Doctrine is that
it makes a significant contribution to theoretically enrich-
ing current social-humanitarian sciences (Zahabioun et
al., 2013). The aforementioned document introduces con-
cepts such as civic patriotism, valuable citizen, founda-
tion, support, root sign, national symbol, national pride,
and ecosystem into the scientific sphere by presenting
these concepts in Kyrgyz scientific language, opening
paths to scientifically explaining and interpreting these
categories. For instance, “valuable citizen — a citizen who
boundlessly loves their land and country, always ready to
strengthen statehood, capable of defending their own and
people’s honour, respecting national values, showing re-
spect to elders and honouring juniors, whose words and
deeds coincide, striving to know much, honest, patient,
sincere, generous, and forgiving”; “root sign represents the
emblem of the Kyrgyz people reflecting the nation’s integ-
rity, ethnocultural appearance, intellectual strength, and
constituent parts forming these”. Therefore, the Unguzhol
Doctrine may be described as a significant contribution to
understanding and interpreting social-communal sciences
in scientific language.

Although all these concepts were not previously used
in scientific sources, particularly works related to educa-
tion, they derive from the Kyrgyz people’s nature, reflect
their spiritual world, and align with the Kyrgyz people’s
valuable wealth — valuing language (“one rises from falling
on feet, but not from falling on tongue”), holding morali-
ty highly (“shame is a great nation”), and valuing patriot-
ism (“a brave man is at the country’s edge, at the enemy’s
face”). Therefore, the Unguzhol Doctrine must be accepted
not merely as a political-cultural appeal to preserve ped-
agogy in Kyrgyzstan, the people’s national educational
traditions, native language, customs, and habits, but as a
model for direct application in daily practice. A nation that
cannot preserve and develop its culture, loses its language,
religion, and national values has no future, like a tree bear-
ing no fruit. Thus, ahead lies the necessity of developing
large-scale projects and state-level programmes encom-
passing educational sector reform to implement the “Na-
tional Spirit — World Heights” Unguzhol Doctrine, ensuring
demographic growth and stable socio-economic develop-
ment of the state. Primary tasks amongst such measures
include transitioning to 12-year education meeting world
standards, improving vocational education, and ensuring
quality higher education opening paths to science. The
above demonstrates that the Kyrgyz Republic requires an
educational model possessing state-level priority, based on
the Kyrgyz people’s spiritual wealth and national cultural
heritage. Therefore, the first version of the Kyrgyz Repub-
lic’s pedagogical national model is proposed below.

National pedagogical model of the Kyrgyz Republic

In the globalisation epoch encompassing the entire world,
preserving the state’s position amongst other countries, its
security as a state, economic stability, political independ-
ence, and cultural-spiritual identity; citizens’ patriotic and
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civic consciousness, moral world, and human thought sys-
tem directly connect to duties performed as citizens of their
country. The Kyrgyz Republic’s national pedagogical mod-
el represents an educational and upbringing system aimed
at forming national identity, patriotism, and moral quali-
ties. The model’s principal objective is to organise Kyrgyz
citizens’ education and upbringing according to national
values and contemporary technologies, including ensur-
ing their moral, intellectual, and aesthetic development.
Principles encompass reliance on national values, civic

responsibility, multiculturalism, and innovation. Content
includes educational, upbringing, cultural-spiritual, and so-
cio-economic components, whilst methods employ content
analysis, comparative analysis, and conceptual modelling.
Outcomes include developed citizens’ national conscious-
ness, patriotism, moral and intellectual competencies, and
enhanced tolerance and responsibility in multicultural so-
ciety. The model is piloted in schools and higher education
institutions, evaluated through integration of national val-
ues in lessons and competency growth (Fig. 1).

The purpose of the model: To form Kyrgyz citizens who meet the demands of the times, have a strong sense

of citizenship and patriotism, are morally clean, healthy, and know how to preserve national values and heritage.

Methodological principles of the national
pedagogical model: Relian ce on national values; the
connection of education and upbringing with life;
patriotism, civic duty; the unity of the trinity of family,

Historical and cultural background of national
education: The seven commandments of Manas; the
superiority of the native language; folk traditions, the
inexhaustible rich history of the Kyrgyz people; spiritual
heritage; unique ethnoculture; folk educational experience.

society and state, etc.

Tasks of modern national educati
Moral purit Emotional National linguistic- The last true A socially active
12 PUTY ) nd intellectual growth civic identit human being |l and responsible member of society

v

creative spirit, etc.

The content of education in national pedagogy: Civic duty to the homeland, the people, and society; moral purity
in relationships with societ y and the environment; sensitivity and intellectual excellence; beauty and the world of
beauty; a healthy person ready for various types of labour; initiative and creativity; a combination of tradition and
innovation; pride and enthusiasm for being a Kyrgyz citi zen, accompanied by a sense of pride and enthusiasm, and a

Ways and m eans of implementing national education:

- technologies for implementing national education;
- specific activities;

- textbooks, g ames, booklets, videos, cartoons;

- new technol ogical tools, etc.;

- design work;

-creation work.

- specially developed programmes, trainings, seminars for students;

Subjects of national education:

- parents;

- teachers;

- school;

-¢———p - local government representatives;
- students;

- general public;

- mass media;

- legal authorities, etc.

The results of national education: A healthy, patriotic Kyrgyz citizen who loves his native language, knows other
languages, is morally stable, has a high intellectual level, has a rich aesthetic taste, is equipped with modern
technologies, and is able to find their place among different cultures.

Figure 1. National pedagogical model of the Kyrgyz Republic

Source: created by the authors

The proposed model synthesises theoretical founda-
tions from the Unguzhol Doctrine with practical pedagog-
ical approaches, creating a comprehensive framework for
education and upbringing in contemporary Kyrgyzstan.
Implementation requires systematic coordination amongst
educational institutions, families, and state structures,
supported by appropriate curricula, teacher training pro-
grammes, and assessment mechanisms aligned with na-
tional values whilst maintaining openness to global edu-
cational standards.

l CONCLUSIONS
The conducted research enabled identification of fun-
damental characteristics in constructing a pedagogical
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systembased on national values and spiritual-moral prin-
ciples for Kyrgyzstan. Analysis of the “National Spirit —
World Heights” (2024) Doctrine and philosophical-ped-
agogical literature demonstrated that effective education
requires a systematic approach uniting families, educa-
tional institutions, and state structures. Findings indicat-
ed that forming citizens possessing moral qualities, pat-
riotism, and national identity holds strategic significance
for preserving the country’s cultural and national charac-
teristics under globalisation conditions. The research also
established the significance of preparing future teachers,
whose pedagogical activity must encompass ethnopeda-
gogical knowledge, moral stability, and ability to convey
national values to children. Theoretical analysis through
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content-analytical, comparative, and conceptual modelling
methods enabled identification of connections between na-
tional values and contemporary educational requirements,
creating conditions for adapting global pedagogical experi-
ences to Kyrgyzstan. The research confirmed the necessity
of integrating principles of multilingualism, tolerance, and
multiculturalism into the educational process. Compared
with post-Soviet countries, a pedagogical model based on
national values contributes to strengthening civic identity
and consolidating social unity, reducing risks of cultural
marginalisation and assimilation amongst youth. Future
research possibilities might include piloting the developed
model in schools and higher education institutions; exam-
ining the impact of future teachers’ educational preparation

on forming pupils’ national and moral values; and compar-
ing the effectiveness of various methods of forming civic
identity in globalisation and multi-ethnic society.
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AHHOTaUMS. M3u1eeHYH akTyaJayyJayry rjobanfamyy mapTeiHaa Keiprei3 Pecriy6inkaceiHBIH O1IuM Oepyy kaHa
TapOusA cUCTeMachlH WIMMHH Hermsie KaWpafaH oM XYTYPTYYHYH 3apbUIABIIBI MeHEH IapTTajaT, aHTKeHUu OyJ
Mesrusfe 6aayyayKTyK OarelTTapAblH OyAeMYyK O0JTyIly skaHa yJIyTTYK ©3reuesIyKTY XKOTOTyYy KOPKYyHy4Yy Ky4 ajyyAa.
MakasiaHbIH MakcaThl — “YHry>xos1” JJOKTpUHACHIHBIH JIOTMKACBIH/A KBIPI'bI3 3JIMHUH CaJITTyy OaaslyyJyKTapbhlHa XKaHa
3aMaHOan WIMMMHI-TeAarornKajblK Ke3 KapallTapra TasHraH JKajlbl NeJarorukaiablk OuiamM Oepyy kaHa Tapous
MOJIeJIMH MIITeN YbIIyy ’kaHa TeOPUAJIBIK XaKTaH Hermsgee OoJiyn caHasaT. M3MIAeeHYH XYPYIIYHA® TEOPUAJIBIK
TaJ[00, CUHTE3, CHCTEeMAaJlaliThipyy, CaJbIUTBIPMAa-NeJaroruKajblKk TaJf00 XaHa KOHIENTyaJIblK MOEJ1ee
BIKMaJslaphl KOJIAOHYJAy. VIITUH ajikarelHa CyHYIITaJIbII XaTKaH eJaroruKasblk MOAEJANH 036ry KaTaphl KapaaraH
“YHryxon” JIOKTPHUHACBIHBIH (UI0COPUAIBIK-IeJarorukaablKk jXaHa MeTOJOJIOTUAJBIK HerusAepu W3WIAeHIU.
JIOKTpUHaAHBIH TY3YMY XaHa Ma3MyHAYK ©3Te4eJIYKTepY, KOTOPKY OKyY XalJlapblHJla OKyTYJIFaH COLMAJIAbIK XXKaHa
TyMaHMTapAblK WJIMM/iep YYYH aHbIH CTpaTerusAsablKk MaaHUCH, OLIOHAOM 3J1e aHAa KOKJIraH MUJIIEeTTep KaHa aJapAsl
WIIKe ambIPyyHYH >XKOJAOPY Tajafgooro ajbHAbl. CyHyIITajaraH >aJillbl NeJarorukajiblk Mojesib KbIprel3acTaHAbIH
’KapaHbIH KaJbIITaHABIPYYHYH WJIMMUNA HETU3UH TY36PY, KbIprel3cTaHAbIH )kapaHblHa MYHO3YY TYIKY 0aalyyayKTyK
’kaHa MHCaAHJBIK camaTTapAbl ayblll Oepepu xaHa ajapAbl OuauM Oepyy kaHa TapOusA cuUcTeMachlHOa MakcaTTyy
KaJIBIITaHABIPYYHYH 2KO0JI-)KOOOJIOPYH aHBIKTall TypraHbl aHBIKTaJIbl. ©3reue keHyJ JloOKTpHHaHBIH KbIprbI3cTaH/bl
KepeKTeeuy 6JIKeJeH eHAYPYYUYY ©JIKere aiylaHTyy OarbThIHAarbl Herusru xobocyHa OypyJiyll, aHBIH 3aMaHOam
CONMAJIABIK-O0KOHOMUKAJIBIK IIapTTapra jkaHa MOCTUHAYCTPUAJABIK KOOMAYH TajanTapblHa IIalKell KeJiepu
kepceTysay. MIITUH NpakTUKaJIBIK MaaHUCH aJIbIHI'aH XBIBIHTBIKTAPAbl )KOIOPKY OKYY 2KalJIapbIHBIH OKyTyy4yJaphl,
WJIMMMI KbI3MaTKepJiep kaHa O1iuM 6epyy IporpaMMasiapblH UIITEN YbITyydyJiap COUaIAbK-T'yMaHUTapAbIK OUJINM
06epyyHY kaHa TapOus NIIMH MOAEPHU3ALMAIO0 0 NaijajlaHa aJbllIbIHAA TypaT
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AHHOTaUMUSA. AKTyaJIbHOCTb HCCJIeOBAHUA 00y CIIOBIeHa HEOOX0AUMOCThI0 HAYYHO 0O0CHOBAHHOTO MTePE0CMBbICTIEHUS
cucteMbl obpa3oBaHuA UM BocnuTaHuA KeIpreidckoil PecnyGinku B yCJIOBUAX Tj100aaud3alid, COMPOBOXAAloIIeiicsa
pa3MbIBaHUEM I[€HHOCTHBIX OPHUEHTUPOB U PHCKAMU YTpPaThl HAIMOHAJBHOU WAEHTUYHOCTHU. Llesiblo CTaThu
ObLI pa3paboTka M TeopeTuueckoe oOOCHOBaHHE OOIIenefaroruyeckoil Mojesau o0pa3oBaHUA M BOCIHTAHUSA,
omnuparoIiencs Ha TpaJUuIMOHHbIe IIEHHOCTU KBIPTbI3CKOTO HAapoja U COBpeMeHHbIe HayYHO-TeJaroruieckre moaX0Ibl,
B JIoTHKe JIOKTPUHBI «YHIYXO0JI». B X01€e ncciieJoBaHUs HCIOJIb30BaHBl METObl TEOPETUYECKOTO aHaIM3a, CUHTE3a,
cUCTeMaTu3alny, CPaBHUTEJIbHO-TIeJarOTUYEeCKOr0 aHaJii3a, a TakXe MeTO[ KOHIENTyaJbHOr0 MOAeJMpOoBaHus. B
paboTe 6bLIM KccIIe0oBaHBl prI0codCKO-Nefarornyeckre 1 MeToA0J0TnYecKre OCHOBaHUA JJOKTPUHBI «Y HI'YXK0JI» KaK
CTEpPXXHS IpeJjlaraeMoi MOJEeJIV, ONpeAesIsIoNero CTpaTernueckre OpueHTUPHl pa3BUTHS 00pa30BaHMsA U BOCITUTAHUA
B KoIpreizckoii Pecny6Giivke. BputM MpoaHaJM3UPOBaHBl CTPYKTypa U CoAepXaTeJbHOe HamoJiHeHue J[OKTPUHEI, ee
3HaYeHUe [AJIA MpernojaBaHusa COLMAJIbHBIX M TYMAaHUTAPHBIX OUCIUIJIAH B BBICIIMX Y4eOHBIX 3aBeJEeHUsX, a TaKxke
MocTaBJIeHHBIE B JIOKYMEHTe 3aJaui 1 MeXaHU3Mbl UX peajnu3anuu B 00pa3oBaTeJIbHOU MpaKTHUKe. BbII0 ycTaHOBJIEHO,
yTO IMpepJiaraeMas obulenegaroruieckas MoOJeJib CO3[4aeT HAyYHYI0 OCHOBY [Jid (OPMUPOBAHHA TpaxAaHUHA
KbIprei3cTaHa, pacKpblBaeT €ro UCKOHHBIE [[eHHOCTHBIE U JIMYHOCTHBIE XapaKTEPUCTUKH, a TaKXe ONpeiesiAeT MyTH U
CcpeACTBa UX LieJieHalpaBJieHHOTO (POPMUPOBaHMsA B cucTeMe o0pa3oBaHusA U BocnuTaHuA. Ocoboe BHUMaHUe yAeJIeHO
KJTIOUE€BOMY IOJIOXKEHUI0 JJOKTPUHBI, OPMEHTUPOBAaHHOMY Ha TpaHcdopmanuio Kelprei3cTaHa U3 CTPAHbI-IOTPeOUTE IS B
CTPaHy-MPOU3BOJUTEJISI, YTO COOTBETCTBYET TPeOOBAHUAM COBPEMEHHBIX COLMAIbHO-9KOHOMUYECKUX YCJIOBUM U JIOTUKE
MOCTUHAYCTPUAJIBLHOTO o0mecTBa. [IpakThveckas IeHHOCTbh pabOTHl 3aKJIIOYAETCS B BO3MOXHOCTU HCIIOJIb30BaHUS
MOJIyYEeHHBIX Pe3yJIbTaTOB IMpenofaBaTesiAMU, HAayYHBIMM pabOTHUKaMy U pa3paboTunkaMu 06pa30BaTeJIbHBIX
MporpaMM BBICIINX y4eOHBIX 3aBeJeHHUI IMPU MOAEPHU3ALNU COAEePKAHUA COLUAJIbHO-TYMaHUTAPHOTO 00pa3oBaHUs
U BOCIIUTATEJIbHON paboTh
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Abstract. The study aimed to identify effective pedagogical models, socio-emotional approaches, and digital platforms
for enhancing pedagogical tolerance and learning motivation among future teachers. The methodology included a
comparative analysis of pedagogical models, a quasi-experimental study conducted from February to May 2024 at the
Kyrgyz State University named after I. Arabaev and the International University of Innovation Technologies with the
participation of 84 students, and the development of an algorithm for increasing pedagogical tolerance and motivation.
The main findings demonstrated that the integrated application of a competence-oriented approach, socio-emotional
learning, and gamified teaching methods with the incorporation of digital platforms leads to a significant increase in
pedagogical tolerance and students’ intrinsic motivation. According to the Teacher Tolerance Scale, the proportion of
students with high scores (4-5 points) increased on average by 25-35% compared with baseline values, particularly in
terms of readiness to work with learners from diverse cultural, social, and individual backgrounds. Based on the Academic
Motivation Scale, an increase in intrinsic motivation was observed, while indicators of active learning and independent
knowledge acquisition rose by 20-35%. The level of amotivation decreased by approximately 10%, as the proportion of
high amotivation scores (4-5 points) for items 10 and 14 declined from 25% to 15% and from 20% to 10%, respectively.
The average lecturer assessments according to the criteria of professional competence increased from 3.0-3.3 to 4.5-4.7,
with the most significant improvement observed in Ability to Organise Inclusive Learning Activities and Engagement
in Teamwork. Observations indicated that students enhanced their communicative activity, the effectiveness of team
interaction, the capacity for independent planning, and the ability to conduct reflective analysis of pedagogical practice.
The developed algorithm for enhancing pedagogical tolerance and motivation provides a structured representation of
sequential actions, tools, and expected outcomes. The study may be applied by lecturers in teacher education universities,
methodologists in professional development centres, administrators of educational institutions, and researchers in the
field of pedagogical education

Keywords: digital platforms; socio-emotional methods; reflective tasks; team projects; students

Suggested Citation: Ivanovskaya, E., Ryspaeva, Ch., & Dzhumgalbekova, A. (2026). Pedagogical tolerance and learning motivation
of future teachers as the foundation of professional competence. Bulletin of the Jusup Balasagyn Kyrgyz National University, 18(2), 18-32.
doi: 10.58649/1694-8033-2026-2(126)-18-32.

Copyright © The Author(s). This is an open access article distributed under the terms of the
™ Creative Commons Attribution License 4.0 (https://creativecommons.org/licenses/by/4.0/)

*Corresponding author (cholponryspaeva51@gmail.com)


https://orcid.org/0009-0000-6079-6088
https://orcid.org/0000-0003-0356-6395
https://orcid.org/0009-0006-2487-9496
https://balasagynbulletin.com/en

Ivanovskaya et al.

H INTRODUCTION

Pedagogical tolerance and learning motivation of future
teachers are interrelated factors in the formation of profes-
sional competence, which determines the nature of peda-
gogical interaction, the quality of the educational process,
and the effectiveness of educational influence. A tolerant
attitude towards diversity of views, cultural differences,
and individual educational needs is combined with intrin-
sic learning motivation, which directs future teachers to-
wards conscious professional development, self-reflection,
and responsibility for the outcomes of pedagogical activi-
ty. Under these conditions, pedagogical tolerance functions
not only as an ethical characteristic of personality but also
as a professional quality that sustains stable motivation
for learning, promotes the development of communicative
culture, and ensures readiness for productive work in a
diverse educational environment. The issue of pedagogi-
cal tolerance and learning motivation of future teachers is
considered as a component of teachers’ professional com-
petence, which integrates personal, psychological, and di-
dactic characteristics and ensures effective interaction and
a positive psychological climate in the educational process.
This issue has been actively examined by researchers who
analyse pedagogical tolerance and learning motivation as
interrelated factors in the formation of professional quali-
ties of future teachers. For example, the study by A. Amiro-
va et al. (2020) focused on the relationship between cre-
ative and research competences and the professional
training of future teachers. The authors emphasised that an
orientation towards active cognition, independent inquiry,
and reflection strengthens intrinsic learning motivation,
which creates a foundation for the development of a tol-
erant style of pedagogical thinking. Within this approach,
tolerance is viewed not as an isolated moral trait but as a
component of professional culture supported by motivation
for continuous learning.

N. Prykhodkina et al. (2025) demonstrated that the
use of interactive and digital technologies enhances the
learning motivation of students in teacher education pro-
grammes while simultaneously creating conditions for the
development of empathy, dialogic interaction, and a tol-
erant attitude towards diverse educational perspectives.
This approach facilitates the integration of motivational
and value-based components of professional competence.
A systematic analysis of the state of higher pedagogical
education in the Kyrgyz Republic conducted by G. Isae-
va et al. (2023) revealed the existence of contradictions
between the requirements for teachers’ professional activi-
ty and the level of development of their personal and moti-
vational characteristics. The scholars emphasised the need
to strengthen attention to the development of socio-com-
municative qualities, among which pedagogical tolerance
functions as a factor of professional adaptation and effec-
tive interaction in the educational environment. Learning
motivation is regarded as a mechanism that ensures the
readiness of future teachers to accept change and engage in
professional selfdevelopment. The issue of the purposeful
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formation of pedagogical tolerance was addressed in the
study by A. Joldasbaeva (2024), where tolerance was de-
fined as the foundation for the development of profession-
ally significant personal qualities of future teachers. The
author demonstrated that a tolerant attitude towards pu-
pils and colleagues is formed during the learning process,
provided that stable learning motivation oriented towards
the values of the teaching profession is present. Such moti-
vation contributes to awareness of the teacher’s social role
and responsibility for the outcomes of educational activity.

The mechanisms for developing professional compe-
tence of future teachers through the integration of pedagog-
ical and technical knowledge were analysed in the study of
D.O. Khimmataliev et al. (2021). The authors emphasised
that the integration of knowledge and skills requires a
well-developed motivational sphere and the capacity for
tolerant acceptance of new pedagogical approaches. Tol-
erance is viewed as a condition for the productive assimi-
lation of innovations and for interdisciplinary interaction.
The reform of teacher education in the post-Soviet space,
particularly with reference to the Kyrgyz Republic, was ex-
amined in the collective monograph by A. Momunalieva et
al. (2024). Special attention was given to the transforma-
tion of motivational orientations of future teachers associ-
ated with the rethinking of professional values and the role
of tolerant pedagogical interaction. In this context, learn-
ing motivation supports readiness to work in multicultur-
al and socially diverse educational environments. The re-
lationship between motivation for choosing the teaching
profession and personal traits, as well as emotional com-
petence, was analysed in the study by T.P. Ivanec & A. De-
far (2023). The findings demonstrated that a high level of
intrinsic motivation correlates with emotional stability and
openness to interaction, which creates a foundation for the
development of pedagogical tolerance as a component of
professional competence. The potential of socio-pedagog-
ical learning models in fostering students’ tolerance was
revealed in the study of T. Sutarti et al. (2025). Collective
forms of learning activity promote awareness of the diversi-
ty of social experience and support motivation for coopera-
tion. This strengthens the role of tolerance as a pedagogical
quality that is formed through collaborative activity. The
study on the development of professional and pedagogical
competence of future foreign language teachers presented
by B. Turlybekov et al. (2024) confirmed the significance
of the motivational component in shaping communicative
and tolerant behaviour. Intrinsic learning motivation facil-
itates the conscious use of pedagogical interaction strat-
egies and supports future teachers’ readiness to work in
conditions of cultural and linguistic diversity. Similar con-
clusions were reported in the research of D. Wulandari et
al. (2022), which demonstrated the influence of motivation
on the level of teachers’ pedagogical competence. The syn-
thesis of the analysed sources provides grounds for con-
sidering pedagogical tolerance and learning motivation as
interrelated components of the professional competence of
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future teachers, which are formed in the process of pur-
poseful pedagogical training.

Despite the aspects highlighted by the above-men-
tioned authors, existing gaps include insufficient co-
herence between pedagogical tolerance and learning
motivation as a holistic foundation of the professional
competence of future teachers. Empirical studies aimed
at identifying the mechanisms of interaction between mo-
tivational factors and tolerant pedagogical behaviour in
the process of professional training remain limited. Issues
related to the integration of value-based, motivational,
and activity-oriented components within the structure of
the professional competence of future teachers have been
addressed only fragmentarily. This study aimed to iden-
tify comprehensive pedagogical models, socio-emotional
approaches, and digital platforms that ensure the effec-
tive formation of pedagogical tolerance and stimulate the
learning motivation of future teachers. The objectives of
the study were to analyse pedagogical models, socio-emo-
tional concepts, and digital platforms in the training of fu-
ture teachers; to assess the level of formation of pedagog-
ical tolerance and learning motivation among students;
and to develop an algorithm for enhancing pedagogical
tolerance and motivation of future teachers for practical
application in the educational process.

H MATERIALS AND METHODS

A content analysis of competence-oriented models of
teacher education was conducted, including the Tuning
Educational Structures in Europe framework (Gonzalez
& Wagenaar, 2003), which defines professional learning
outcomes, focuses on practical pedagogical situations,
and integrates tolerance as a professional value. The
study also presents a characterisation of socio-emotional
approaches and models of teacher development, including
Social and Emotional Learning (CASEL) (Navigate360 Ed-
itorial Team, n.d.), the Emotional Intelligence Framework
(Channell, 2025), and the Reflective Practitioner Model
(Saffer, 2023). These models emphasise the development
of empathy, self-reflection, and ethical interaction as the
foundations of pedagogical tolerance and learning mo-
tivation. In addition, digital educational platforms and
gamified environments were identified, including Moo-
dle, Microsoft Teams for Education, and Classcraft, which
ensure interactivity, collaborative learning, and moti-
vational reinforcement of the professional activities of

future teachers. The abovementioned platforms, models,
and approaches were selected due to their international
validation, scientific reliability, widespread implemen-
tation in teacher education, and proven effectiveness in
developing professional and socio-emotional competences
directly related to the formation of pedagogical tolerance
and intrinsic learning motivation. The content analysis
was conducted according to such aspects as the target
orientation of the models and platforms, the presence of
mechanisms for fostering tolerant interaction, tools for
enhancing learning motivation, the level of interactivity
and reflexivity, compliance with professional standards of
teacher education, and the potential impact on the devel-
opment of professional competence.

The quasi-experiment was conducted from February
to May 2024 at the Kyrgyz State University named after
I. Arabaev and the International University of Innovation
Technologies. These universities were selected due to
their active involvement in teacher training and the use
of digital platforms for integrating innovative education-
al approaches into learning activities. The study involved
84 fourth-year students of pedagogical specialisations, in-
cluding 50 females and 34 males aged 21-22, who were
enrolled in programmes in Pedagogy, Primary Education,
and English Language and Literature. The inclusion criteria
were enrolment in a teacher education programme, regu-
lar participation in the educational process, and voluntary
consent to take part in the study. The exclusion criteria
included absence from more than 20% of classes, non-at-
tendance at the control measurements, or withdrawal from
participation in the subsequent stages of the experiment.
During the process of professional training, the above-men-
tioned competence-oriented approach, the socio-emotional
learning model (SEL), and the reflective practitioner model
were integrated, together with the use of the digital edu-
cational platforms Moodle, Microsoft Teams for Education,
and Classcraft. Students worked with pedagogical case
studies, completed reflective journals, and participated in
team projects and gamified scenarios of inclusive interac-
tion two to three times a week, receiving detailed instruc-
tions for each task. The level of pedagogical tolerance was
assessed using an adapted version of the Teacher Tolerance
Scale (TTS) (Tanhan et al., 2021), which is applied in in-
ternational research with teachers and allows the measure-
ment of attitudes towards diverse student groups, conflict
situations, and inclusion (Table 1).

Table 1. Items for the assessment of pedagogical tolerance (TTS, 7 items)

No. 7 items TTS

I feel comfortable working with students from diverse cultural and social backgrounds.

I easily establish effective communication with students who have different abilities and needs.

I am willing to include students involved in conflict situations in the learning process.

I respect students’ opinions even when they differ from my own.

I feel comfortable responding to various forms of students’ emotional expression during learning.

QU A WIN| -

I believe that student diversity has a positive impact on the educational process.

7 I believe that student diversity has a positive impact on the educational process.

Source: compiled by the authors
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Learning motivation was measured using an adapted
version of the Academic Motivation Scale (AMS) (EdIn-
struments, n.d.), which is widely applied in pedagogical
research to assess intrinsic motivation, extrinsic motiva-
tion, and amotivation (Table 2). All items were rated on a
five-point Likert scale (1 - strongly disagree, 5 — strongly
agree). Both indicators were measured before the start and
after the completion of the quasi-experiment. In addition to
students’ self-assessment, the evaluation of pedagogical tol-
erance and learning motivation was also conducted by sub-
ject lecturers. The assessment involved eight lecturers (four
females and four males) aged between 35 and 50 years,
with teaching experience ranging from 10 to 25 years. The
inclusion criteria for lecturers involved in the assessment
were regular participation in the educational process of the

courses under study, experience in working with pedagogi-
cal specialisations, and voluntary consent to participate in
the research. The exclusion criteria for lecturers included
absence from more than 20% of the classes in which stu-
dent assessment was conducted and refusal to take part in
the observation and evaluation procedures. The following
assessment methods were applied: formal evaluation based
on the criteria of professional competence, namely the lev-
el of pedagogical tolerance in interaction with students; the
ability to organise inclusive learning activities; engagement
and interest in teamwork; demonstration of independence
and initiative in completing learning tasks; and the effec-
tiveness of reflective journals and pedagogical case stud-
ies. Each criterion was assessed using a fivepoint scale,
where 1 indicated a low level and 5 indicated a high level.

Table 2. Items for the assessment of learning motivation (AMS, 7 items)

No. 7 items AMS

I study because I am interested in discovering new knowledge and skills. (Intrinsic motivation)

I strive to achieve high academic results in order to gain approval from lecturers. (Extrinsic motivation)

Sometimes it seems that studying has no meaning. (Amotivation)

I actively seek opportunities for independent development in pedagogical activity. (Intrinsic motivation)

I am motivated to study by the prospect of receiving a good grade or a diploma. (Extrinsic motivation)

I feel enthusiasm and satisfaction when completing learning tasks that correspond to my interests. (Intrinsic motivation)

N U |w N -

I often postpone learning tasks because they seem unnecessary or boring to me. (Amotivation)

Source: compiled by the authors

Observation of students’ behaviour and interaction
was conducted according to such criteria as participation
in team projects and gamified scenarios; behaviour in
conflict and inclusive situations; communicative activ-
ity, readiness for cooperation, and willingness to assist
peers; and the ability for self-organisation and planning
of one’s own learning activities. Observations were car-
ried out two to three times a week throughout the entire
quasi-experiment. The results of lecturers’ assessments
and observations made it possible to obtain a more ob-
jective picture of the dynamics of pedagogical tolerance
and learning motivation development. The study ad-
hered to the ethical principles of the WMA Declaration
of Helsinki (1964), ensuring voluntary participation and
data confidentiality. Separate ethical approval was ob-
tained from the ethics committees of the Kyrgyz State
University named after I. Arabaev and the International
University of Innovation Technologies, without the as-
signment of an individual protocol number. The study
included statistical analysis of the data to assess changes
in student indicators before and after the experiment.
For variables with normal distributions, a paired-sam-
ples t-test was applied, while the Wilcoxon test was used
for variables with non-normal distributions. Categori-
cal data were compared using the x? test (Chi-square
test). Statistical significance was set at p < 0.05, and
data analysis was performed using SPSS 27. To assess
students’ socio-emotional competence and learning mo-
tivation, the adapted TTS and AMS scales were used.
The TTS scale consisted of seven items selected from the
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original version to evaluate future teachers’ tolerance
towards diverse cultural and social student character-
istics, conflict situations, and inclusivity. The wording
of the items was adapted for students in teacher educa-
tion programmes. The AMS scale also comprised seven
items, selected from the original 28, representing the
three main components of motivation: intrinsic, extrin-
sic, and amotivation. Item formulations were adapted to
the specific context of pedagogical activity. The reliabil-
ity of the adapted scales was confirmed by Cronbach’s
alpha coefficients: TTS — 0.84, AMS - 0.81. The study
was conducted as a quasi-experiment without randomi-
sation or a control group. All 84 students participated in
the experiment, with comparisons made based on pre-
and post-programme indicators. The experiment consist-
ed of 12 sessions, each lasting 90 minutes. A variety of
tasks were employed, including case studies, reflective
journals, gamified scenarios in Classcraft, discussions of
problematic situations, and interactive group exercises,
which facilitated the development of socio-emotional
competence and enhanced student motivation. A limita-
tion of the study is that it was conducted on a restricted
sample of students from a single institution, which may
affect the generalisability of the results. An original al-
gorithm for enhancing pedagogical tolerance and learn-
ing motivation among future teachers was developed as
a foundation for professional competence. Recommen-
dations were also formulated for fostering pedagogical
tolerance and learning motivation as key components of
future teachers’ professional competence.
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M RESULTS

Analysis of pedagogical models,

socio-emotional concepts, and digital platforms

in teacher education

Motivation for future teachers determines their intrin-
sic desire to engage actively in the educational process,
develop professional skills, overcome challenges, and
achieve pedagogical outcomes aimed at effective stu-
dent learning. It cultivates a sustained interest in pro-
fessional growth, supports readiness for innovation and
collaborative work, and serves as a factor in maintaining
self-discipline and self-development (Martinez-Moreno &
Petko, 2024). Tolerance for future teachers refers to the
ability to show respect for and acceptance of diverse opin-
ions, cultural, social, and individual characteristics of stu-
dents, demonstrate empathy in interactions with students
and colleagues, work effectively in multicultural environ-
ments, and create a safe, supportive, and inclusive learn-
ing environment. Such an environment promotes mutual
respect, social responsibility, and professional ethics in
teaching (Didur, 2022).

Future teachers need to develop pedagogical toler-
ance and learning motivation, as these competencies di-
rectly influence the quality of the educational process and
professional development. Enhancing motivation and fos-
tering pedagogical tolerance in future teachers requires a

comprehensive approach that combines various education-
al models, methodologies, and digital platforms, since no
single tool can fully ensure the development of all neces-
sary competencies. Such an approach is aimed at develop-
ing professional skills and practical readiness for teaching,
while simultaneously integrating the values of tolerant
interaction and mutual respect. Socio-emotional methods
support the development of empathy, self-reflection, and
ethical interaction with students and colleagues, providing
a foundation for pedagogical tolerance and intrinsic learn-
ing motivation. Digital platforms and interactive environ-
ments facilitate active engagement in the learning process,
collaborative work, simulation of real educational situa-
tions, and additional motivational reinforcement through
gamified and interactive elements (Herreros-Torres et
al., 2025). The combined use of these approaches creates a
coherent system for training future teachers, in which pro-
fessional, socio-emotional, and technological competencies
are interconnected. This integration enhances the effec-
tiveness of learning, stimulates intrinsic motivation, and
supports the development of pedagogical tolerance as a
core professional value. Table 3 summarises the main char-
acteristics and specific applications of various pedagogical
models, approaches, and digital platforms for developing
the professional, socio-emotional, and motivational com-
petencies of future teachers.

Table 3. Features and functional use of a set of tools for training future teachers

based teacher
education (CBTE)

Approach/ . . . .
Model,/Platform Main features Functionality for future teachers (with examples)
Competency- | Focus on practical teaching situations, | Lesson planning based on competencies; simulation of teaching scenarios

development of professional
competencies, integration of tolerance

(e.g., inclusion of children with special educational needs in group
activities); assessment of practical skills through projects or handson tasks

for teachers and
school leaders

Professional
standards and Definition of professional training
competencies standards, development

of practical skills

Self-assessment of competencies (analysing readiness
for classroom management); planning professional development
(creating an individual improvement plan);
reflecting on teaching practice through portfolio maintenance

Tuning Focus on learning outcomes, - . . .
- . . Adjusting curricula and course plans; integrating competence-based
educational integration of knowledge . ;
- . . outcomes into programmes (e.g., developing a module
structures in and practical skills, .
. . e on intercultural tolerance)
Europe international validation
Social and Use of role-playing and case studies (e.g., resolving conflicts
. Development of empathy, playing . ( & &
emotional . . g between students); group discussions; exercises
- selfregulation, and social skills . - .
learning (CASEL) to foster tolerant interaction and emotional support
Emotional Development of emotional Self-analysis of emotional reactions (maintaining a journal of emotions
intelligence intelligence, self-awareness, during interactions with students); exercises to develop empathy and self-
framework and emotion management regulation; implementation of stress-management techniques during teaching
Reflective . - s Maintaining a reflection journal; analysing one’s own teaching practice
. Reflection, critical thinking, ining J > ysing . -Hng pr
practitioner L . (reviewing successful and challenging lessons); discussing ethical
ethical interaction . . . .
model dilemmas in the classroom and when working with parents
. . Creating learning modules (e.g., an online course on pedagogical
Interactive online platform, supports & & mo (€g., . N pedagog
Moodle tolerance); conducting surveys and tests; interactive exercises;

collaborative learning

knowledge assessment; organising group tasks and forums

Microsoft Teams
for education

Communication, video lessons,
collaborative work

Conducting online lessons; organising group projects (e.g., developing
teaching materials collaboratively); joint lesson planning and discussions;
integration with other digital tools

Classcraft

Gamification, motivational
mechanisms, role-playing

Developing gamified scenarios (e.g., point system for participation in
group tasks); increasing student motivation; engaging students through
role-play; integrating teamwork and reward elements

Source: compiled by the authors based on J. Gonzdlez & R. Wagenaar (2003), R. Rajesh & Z.C. Joseph (2023), S. Nwokeocha et
al. (2023), D. Saffer (2023), M. Channell (2025), Navigate360 Editorial Team (n.d.)
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The combined use of pedagogical models, approaches,
and digital platforms in practice enables future teachers
to directly apply acquired knowledge and skills in real ed-
ucational situations. It allows them to plan and simulate
lessons while considering competency-based outcomes
and individual student needs, develop the capacity for
self-reflection, ethical interaction, and emotional regula-
tion, and cultivate empathy and social skills through group
discussions, role-play, and case studies. Digital platforms
facilitate interactive and collaborative work, enabling the
organisation of online lessons, the creation of learning
modules, surveys, and gamified scenarios. These tools en-
hance motivation, activate the learning process, and pro-
mote student engagement. This comprehensive approach
helps future teachers systematically develop professional,
socio-emotional, and technological competencies, stimu-
lates intrinsic learning motivation, strengthens pedagogical
tolerance, and increases readiness to work effectively in
diverse educational environments.

Assessment of the development

of pedagogical tolerance and learning motivation

in future teachers

The implementation of a competence-oriented approach,
socio-emotional learning, and gamified methods, combined
with digital platforms, allowed students to directly apply
acquired knowledge and skills in the learning process. Stu-
dents participated in team projects, completed pedagogical
case studies and reflective tasks, and engaged effectively in
diverse and inclusive situations. This integrated approach
supported the development of pedagogical tolerance, in-
trinsic learning motivation, and students’ socio-emotional
competencies. To determine the impact of these innovative
approaches on the development of professional competen-
cies, students were assessed using standardised instruments
that measured levels of pedagogical tolerance, intrinsic and
extrinsic motivation, and amotivation. The results for the
above-mentioned student sample before and after the qua-
si-experiment are presented in Table 4.

Table 4. Results of the assessment of students’ pedagogical tolerance
and learning motivation before and after the quasi-experiment

Question

Preexperiment

Postexperiment

Pedagogical tolerance (TTS)

1. I feel comfortable working with students from diverse cultural
and social backgrounds.

1-5%, 2-10%, 3 -
35%, 4 — 30%, 5 - 20%

1-0%, 2 - 2%, 3 - 10%,
4 - 40%, 5 - 48%

2. I easily establish effective communication with students
who have different abilities and needs.

1-3%,2-12%, 3 -
40%, 4 — 30%, 5 - 15%

1-0%, 2-1%, 3 - 8%,
4 - 35%, 5 - 56%

3. I am willing to include students involved in conflict situations in the
learning process.

1-7%,2-15%, 3 -
38%, 4 — 25%, 5 - 15%

1-0%, 2 - 2%, 3 - 10%,
4 - 38%, 5 - 50%

4. I respect students’ opinions even when they differ from my own.

1-2%, 2 -8%, 3 -5%,
4 - 35%, 5 -20%

1-0%, 2 -1%, 3 -10%,
4 - 30%, 5 - 59%

5. I actively promote inclusivity in the classroom by engaging every student
in collaborative work.

1-4%,2-12%, 3 -
40%, 4 — 28%, 5 - 16%

1-0%, 2-1%, 3 -7%,
4 - 35%, 5-57%

6. I feel comfortable responding to students’ diverse emotional expressions
during lessons.

1-5%,2-10%, 3 -
38%, 4 — 32%, 5 - 15%

1-0%, 2-1%, 3 - 8%,
4 - 37%, 5 - 54%

7. 1 believe that student diversity has a positive impact
on the educational process.

1-2%, 2 - 8%, 3 - 35%,
4 - 35%, 5-19%

1-0%, 2-1%, 3 -7%,
4 - 32%, 5 - 60%

Learning motivation (AMS)

8. I study because I am interested in discovering new knowledge and skills.

1-5%,2-10%, 3 -
30%, 4 — 35%, 5 - 20%

1-0%, 2 -1%, 3 -10%,
4 - 35%, 5 - 54%

9. I strive to achieve high academic results in order to gain approval
from lecturers.

1-4%, 2-10%, 3 -
35%, 4 - 32%, 5 - 19%

1-0%, 2-1%, 3 - 8%,
4 -30%, 5-61%

10. Sometimes it seems that studying has no meaning.

1-20%, 2 -25%, 3 -
30%, 4 — 15%, 5 - 10%

1-35%, 2 -30%, 3 -
20%, 4 — 10%, 5 — 5%

11. I actively seek opportunities for independent development
in pedagogical activity.

1-5%,2-12%, 3 -
35%, 4 — 30%, 5 - 18%

1-0%, 2 - 2%, 3 - 10%,
4 - 38%, 5 - 50%

12. I am motivated to study by the prospect of receiving a good grade
or a diploma.

1-6%,2-12%, 3 -
35%, 4 - 30%, 5 -17%

1-0%, 2-1%, 3 - 8%,
4 - 32%, 5 - 59%

13. I feel enthusiasm and satisfaction when completing learning tasks
that correspond to my interests.

1-5%,2-10%, 3 -
30%, 4 — 35%, 5 - 20%

1-0%, 2-1%, 3 -7%,
4 - 35%, 5-57%

14. I often postpone learning tasks because they seem unnecessary
or boring to me.

1-25%, 2 -30%, 3 -
25%, 4 - 10%, 5 - 10%

1 -40%, 2 - 30%, 3 —
20%, 4 - 7%, 5 - 3%

Source: compiled by the authors based on F. Tanhan et al. (2021), EdInstruments (n.d.)

The analysis of the quasi-experiment results pre-
sented in the table demonstrated changes in students’
levels of pedagogical tolerance and learning motivation
following the implementation of a competence-orient-
ed approach, the socio-emotional learning (SEL) mod-
el, the reflective-practical model, and the use of digital
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educational platforms, including Moodle, Microsoft Teams
for Education, and Classcraft. On the Teacher Tolerance
Scale prior to the experiment, the majority of students se-
lected mid-range values (3-4) for most items, indicating a
moderate level of tolerance. For instance, in response to
the statement “I feel comfortable working with students
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from diverse cultural and social backgrounds”, 35% of stu-
dents selected 3, 30% selected 4, and only 20% selected 5.
After the experiment, there was a noticeable shift towards
higher scores, with 40% selecting 4 and 48% selecting 5
for the same item. A similar trend was observed across
all TTS items, particularly in the statement “I am willing
to include students involved in conflict situations in the
learning process”, where prior to the experiment, 38% of
students chose 3 and 25% chose 4, while after the exper-
iment, 38% chose 4 and 50% chose 5. This indicates an
increased readiness among students to work with diverse
student groups and in conflict situations.

For the Academic Motivation Scale, mid-range values
also predominated before the experiment. For example, in
response to “I study because I am interested in discover-
ing new knowledge and skills”, 30% of students selected
3, 35% selected 4, and 20% selected 5. After the experi-
ment, this distribution shifted towards higher scores, with
35% of students selecting 4 and 54% selecting 5, indicating

an increase in intrinsic motivation. Items related to amoti-
vation, such as “Sometimes it seems that studying has no
meaning”, showed a reduction in negative responses: prior
to the experiment, 20% chose 1 and 25% chose 2, whereas
after the experiment, 35% chose 1 and 30% chose 2. This
decrease in negative responses reflects greater engagement
and responsibility in learning. Overall, the results demon-
strate that integrating competence-oriented approaches
with socioemotional and gamified learning models enhanc-
es pedagogical tolerance and stimulates students’ intrinsic
motivation, while simultaneously reducing amotivation
and reluctance to complete learning tasks. These changes
indicate the effectiveness of a comprehensive approach in
developing the professional competence of future teach-
ers. Additional insights into the development of students’
professional competencies were provided through teacher
observations and assessments. The average scores assigned
by subject teachers before and after the quasi-experiment
are presented in Table 5.

Table 5. Average teacher assessments of students based on professional competence before and after the quasi-experiment

Assessment criterion Average score Average seore
before the experiment after the experiment
Level of pedagogical tolerance during student interaction 3.2 4.5
Ability to organise inclusive learning activities 3.0 4.6
Engagement and interest in teamwork 3.1 4.7
Demonstration of independence and initiative in completing learning tasks 3.3 4.6
Effectiveness of reflective journals and pedagogical case studies 3.2 4.5

Source: compiled by the authors

The results of teacher assessments of students’ pro-
fessional competence, presented in Table 3, demonstrate
improvements across all criteria following the quasi-exper-
iment. Prior to the experiment, average scores were mod-
erate, ranging from 3.0 to 3.3. The lowest pre-experiment
score was observed for “Ability to organise inclusive learn-
ing activities” (3.0), indicating that students required fur-
ther development in integrating all learners into the edu-
cational process. The highest pre-experiment score was for
“Demonstration of independence and initiative in complet-
ing learning tasks” (3.3), reflecting a relatively strong level
of self-directed work and responsibility among students.

After the experiment, all average scores increased,
ranging from 4.5 to 4.7. The greatest improvements were
observed in “Engagement and interest in teamwork” (4.7)
and “Ability to organise inclusive learning activities” (4.6),
indicating the effectiveness of integrating a competence-ori-
ented approach, socio-emotional learning, and gamified
teaching methods in developing students’ teamwork and
inclusive skills. Improvements were also recorded for “Lev-
el of pedagogical tolerance during student interaction” and
“Effectiveness of reflective journals and pedagogical case
studies” (both 4.5), confirming the development of toler-
ance, reflective skills, and the ability to apply acquired
knowledge in practice. Overall, the results indicate that
the comprehensive integration of innovative teaching ap-
proaches, including digital platforms and socio-emotional
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learning, substantially enhances the professional compe-
tence of future teachers, fostering the development of their
pedagogical tolerance, motivation, and readiness for effec-
tive inclusive practice in educational settings.
Observations revealed that, at the start of the experi-
ment, students generally displayed moderate engagement
in teamwork and did not consistently interact effectively
in conflictual or inclusive situations. Only a few students
demonstrated a high level of communication and a will-
ingness to assist their peers. By the mid-point of the ex-
periment, however, a noticeable increase in engagement in
team projects was observed, with students more frequently
initiating interaction and showing tolerance towards differ-
ing opinions and approaches of their classmates. Positive
changes were evident by the end of the experiment: most
students demonstrated high communicative activity, effec-
tive participation in teamwork, the ability to engage inclu-
sively, and independent planning of their learning activities.
Students actively utilised reflective journals and pedagogi-
cal case studies to analyse their own behaviour and deci-
sion-making, indicating the development of reflective com-
petence. These observations confirm that the integration of
a competence-oriented approach, socio-emotional learning,
and gamified methods enhances pedagogical tolerance,
communicative activity, and intrinsic motivation among
students, while promoting the development of their profes-
sional and social competencies within the learning process.
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Algorithm for enhancing pedagogical tolerance

and learning motivation in future teachers

Based on the conducted quasi-experiment, analysis of
student self-assessments, teacher evaluations, and sys-
tematic observation of learning activities, an algorithm

was developed to enhance pedagogical tolerance and
learning motivation in future teachers. Table 6 presents
a structured algorithm, outlining stages and key actions
for fostering tolerance and motivation within the educa-
tional process.

Table 6. System for enhancing pedagogical tolerance and learning motivation in future teachers

Action/Method

Tools/Resources

Actions
of the future teacher

Purpose

Expected effect

Analysis of personal
values and beliefs

Reflective journals, self-
assessment questionnaires,
bias-identification surveys

Records personal
emotions and reactions
in learning and social
situations; analyses own
biases

Awareness of personal
beliefs and emotional
behavioural patterns

Development
of self-awareness
and readiness for
tolerant interaction

Familiarisation with
teaching standards
and competency
models

Methodical guides, teaching
standards, competency
tables

Studies professional
standards; compares
own skills with
requirements; plans
development

Understanding
key competencies;
preparation
for professional practice

Formation
of professional
competence and
deliberate lesson
planning

Study of socio-

Role-plays, case studies,

Practices empathy
through cases and role-

Development

Enhanced ability
for tolerant interaction

teaching methods

emotional empathy exercises, video plays; discusses conflict | of emotional intelligence .
. R . . with students and
approaches scenarios situations; evaluates and social skills
, . colleagues
others’ reactions
Designs and conducts
L Development
. . mini-lessons; models .. .
. . Lesson simulations, - . . . of decision-making
Modelling practical . . interactions with Practice
L eE T problem-scenario scripts, . . . competence
teaching situations different types of practical skills .
group tasks and pedagogical
of students; tests
tolerance

Creates online modules;

Increased motivation;

of outcomes

discussions

discusses experiences
with peers

reflection

. . Moodle, Microsoft Teams, conducts surveys and Activation of the development
Use of interactive - . . . .
L. Classcraft, online tests, tests; organises gamified learning process; of technological
and digital platforms . - - . : oo
interactive exercises tasks; coordinates collaborative work and communicative
group projects competencies
Analyses own practice; Improvement
Reflection Journals, online forums, records successful and Development of critical pr .
. . . . . o of teaching practice;
and discussion lesson video analysis, group | challenging moments; thinking and self- reinforcement

of tolerant behaviour

Adjustment and
planning for further
development

Development plans,
competency checklists,
mentor feedback

Identifies areas
for improvement;
sets specific goals;

applies mentor
recommendations

Continuous development
of competencies

Sustained motivation,
professional growth, and
preparation for effective

teaching practice

Source: compiled by the authors

The results of the quasi-experiment indicate that fu-

ture teachers need to engage in a structured set of actions
aimed at enhancing pedagogical tolerance and learning
motivation. Pre-experiment measures showed a moderate
level of these competencies, while post-experiment re-
sults demonstrated substantial improvement, confirming
the effectiveness of the integrated approach. Prior to the
experiment, only 20% of students reported feeling com-
fortable working with pupils from diverse cultural and so-
cial backgrounds; after the intervention, this figure rose
to 48%. This highlights the need for systematic reflection
on personal values, beliefs, and biases through reflective
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journals, self-assessment questionnaires, and case discus-
sions. Such activities enable future teachers to become
aware of their emotional patterns, enhance their capacity
for ethical interaction, and cultivate tolerance within the
professional environment. A marked improvement was
also observed in learning motivation: students increasing-
ly drew on intrinsic motives, showed curiosity for new
knowledge, actively sought opportunities for independent
development, and demonstrated greater responsibility for
outcomes. At the same time, manifestations of amotivation
decreased significantly, indicating heightened engagement
and a strengthened positive attitude toward the educational
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process. Additional feedback from instructors corroborat-
ed these trends, showing increased levels of activity, ef-
fectiveness in teamwork, inclusive thinking, and reflective
practice. Taken together, these changes demonstrate that
a comprehensive approach — which integrates digital plat-
forms, socio-emotional practices, and practice-oriented
tasks — is an effective means of developing the professional
competence of future teachers.

Recommendations for enhancing pedagogical toler-
ance and learning motivation among future teachers ad-
vocate a holistic approach aimed at fostering professional
competence through the development of emotional, val-
ue-based, social, communicative, and cognitive skills. Pri-
marily, it is essential to systematically implement role-play-
ing activities, the simulation of pedagogical situations, and
case analysis. These practices enable students to develop
skills for interacting with pupils from diverse cultural, so-
cial, and academic backgrounds, cultivate empathy, foster
acceptance of diversity, and respond constructively to con-
flictual or unforeseen situations. Such activities contrib-
ute to the development of resilient pedagogical tolerance,
which is a prerequisite for effective teaching in inclusive
and multicultural settings. Equally important is the inte-
gration of socio-emotional learning elements, with a focus
on developing emotional regulation, selfreflection, mutual
support, and effective communication skills, as these di-
rectly influence the quality of interactions with pupils and
the professional resilience of the teacher. Creating a learn-
ing environment that activates students’ intrinsic motiva-
tion plays a crucial role in enhancing engagement. This can
be achieved by incorporating gamified elements, formative
assessments, interactive online modules, and various edu-
cational platforms that stimulate cognitive activity, curi-
osity, and independent knowledge acquisition. The use of
digital technologies such as Moodle, Microsoft Teams, and
Classcraft allows for personalised learning, facilitates feed-
back, and supports collaborative work, thereby strengthen-
ing learning motivation and fostering responsibility. Stu-
dents should be encouraged to maintain reflective journals,
participate in group projects, and engage in collaborative
analysis of pedagogical situations, as these activities en-
hance critical thinking, selfassessment, and awareness of
personal progress. It is recommended to actively involve
students in micro-practices, volunteer educational projects,
and school-based observations to ensure a strong connec-
tion between theoretical knowledge and real-world peda-
gogical contexts. The comprehensive integration of these
approaches promotes the holistic development of profes-
sional competence, strengthens pedagogical tolerance, and
supports the sustained growth of intrinsic learning motiva-
tion in future teachers.

Accordingly, based on measures of pedagogical toler-
ance and learning motivation, prospective teachers should
undertake a series of interrelated actions: analyse their
own values and biases, apply socio-emotional and gamified
approaches, utilise digital platforms for interactive and col-
laborative work, simulate lessons, complete case studies,
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and maintain reflective journals. This integrated approach
systematically develops professional, socio-emotional, and
technological competencies, enhances pedagogical toler-
ance, stimulates intrinsic motivation for learning, and en-
sures readiness to work effectively in diverse and inclusive
educational settings.

H DISCUSSION

A high level of pedagogical tolerance is accompanied by
an orientation towards dialogue, collaboration, and reflec-
tion on one’s own teaching practices. This aligns with the
findings of O. Budnyk et al. (2022), who linked the devel-
opment of tolerance in educational settings to the abili-
ty to recognise individual differences and build partner-
ship-based relationships. The results of the study confirm
that such mechanisms are already evident during the pro-
fessional preparation of future teachers. Prior to the exper-
iment, students demonstrated a moderate level of pedagog-
ical tolerance, with 35% selecting average ratings of 3-4
on most items of the TTS. Following the implementation
of the competency-based and socio-emotional approaches,
40-60% of students were awarded the highest ratings of
4-5, indicating an increased readiness to work with diverse
groups of learners. Analysis of the motivational component
of professional competence revealed that learning mo-
tivation functions as an internal regulator of profession-
al development, influencing future teachers’ willingness
to adopt new pedagogical strategies and adapt to varied
educational contexts. This conclusion aligns with the per-
spective of D.S.A. Jafar et al. (2020), who identified a mo-
tivational-value component as a core element of effective
professional competence in technical and vocational edu-
cation teachers. The combination of learning motivation
with value-based orientations supports the development of
tolerant pedagogical attitudes and guides the profession-
al behaviour of future educators. Prior to the experiment,
learning motivation was dominated by average ratings: for
the item “I study because I am interested in discovering
new knowledge”, 30-35% of students selected 3-4. Fol-
lowing the experiment, 54% selected 5, demonstrating a
marked increase in intrinsic motivation and engagement
in learning. It was also observed that positive pedagogical
attitudes and tolerant approaches towards learners corre-
late with a desire for professional self-improvement. This
pattern aligns with the findings of H. Kahveci (2023), who
examined the influence of teacher attitudes and behaviour
on students’ educational progress. Such attitudes are es-
tablished during professional training and are reinforced
by learning motivation. The amotivation indicator, “Some-
times it seems that studying has no meaning”, showed 45%
negative responses before the experiment, which decreased
to 15% afterwards, indicating a significant reduction in
reluctance to learn. This demonstrates an increase in stu-
dents’ responsibility and awareness regarding their own
professional development. The formation of professional
competence in future teachers depends on a combination
of personal qualities and external organisational factors.
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This aligns with the findings of A. Karim et al. (2021), who
established a connection between teachers’ professional
competence and the effectiveness of their pedagogical prac-
tice. The development of pedagogical tolerance and learn-
ing motivation directly influences the efficiency of future
teachers’ professional actions and enhances the quality of
interaction with learners. Average instructor ratings for the
criterion “Engagement in teamwork” increased from 3.1 to
4.7, while “Ability to organise inclusive learning activities”
rose from 3.0 to 4.6. This indicates that students improved
their collaborative skills and their readiness to work in
multicultural and diverse environments.

Pedagogical tolerance forms part of the social-peda-
gogical competence of future teachers, enabling construc-
tive interaction and fostering social responsibility. This
approach corresponds with the perspective of L. Khai-
tov (2020), who considered socialpedagogical competence
as the integration of knowledge, skills, and personal qual-
ities. The present study complements these assertions by
emphasising the role of learning motivation as a factor that
activates this integration. Modelling practical pedagogical
situations and conducting mini-lessons allows students to
practise decision-making and the integration of diverse
learners into the educational process. This strengthens
practical skills and prepares them for work in varied edu-
cational environments. This aligns with the findings of J. Li
& E. Xue (2021), who described the adaptive strategies of
early-career teachers in rural schools in China. Such strat-
egies develop during professional training when tolerance
and motivation for teaching are fostered. Interpersonal and
intrapersonal skills associated with tolerance support both
learning motivation and professional growth. This interac-
tion is consistent with the conclusions of D. Llanos-Ruiz et
al. (2024), who emphasised the role of interpersonal skills
in establishing sustainable educational practices. The use
of interactive and digital platforms (Moodle, Teams, Class-
craft) facilitates collaborative and gamified learning, en-
hancing student motivation, stimulating intrinsic interest,
and developing technological competencies. These skills
are also essential for the formation of professional compe-
tence in future teachers. Learning motivation is strength-
ened when students are actively engaged in innovative
teaching methods that require a tolerant attitude towards
new ideas and technologies. Similar points are presented in
the research of D.T.K. Ng et al. (2024), which analyses stu-
dents’ cognitive and affective engagement in the develop-
ment of digital literacy. Tolerance of innovation supports
motivation and contributes to professional development.
The observed relationship between pedagogical tolerance,
motivation, and expected outcomes of teaching practice
corresponds with the findings of M. Ozcan (2021), who an-
alysed factors influencing academic achievement from the
perspective of educators. Tolerant pedagogical attitudes
combined with motivation for professional growth provide
the foundation for effective teaching interactions.

The use of innovative educational approaches in the
training of future teachers supports the development of
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both tolerance and motivation. This aligns with the study
by P. Roman-Gravan et al. (2020), which examined edu-
cational robotics as a means of developing professional
competencies in prospective teachers. The integration of
innovative technologies into the learning process fosters
tolerance and sustains intrinsic motivation for professional
growth. This is consistent with the findings of O. Sakalli et
al. (2021), who highlighted those educational programmes
designed to cultivate tolerance promote effective manage-
ment of diversity and create conditions for developing key
socio-pedagogical competencies. Gamified environments,
such as Classcraft, motivate students through role-playing
and a point system. These platforms increase engagement,
stimulate interest, and develop teamwork skills, while si-
multaneously integrating elements of inclusivity into the
learning process. Pedagogical tolerance functions not only
as a social but also as a professional factor that activates
the process of developing competencies in future teachers.
Student motivation indicators show a predominance of
intrinsic motivation, particularly a desire for professional
improvement and self-development. This corresponds with
the conclusions of X. Zhang et al. (2021), who found that
personal factors and institutional support shape motivation
for ongoing professional development in teachers. Students
demonstrating higher levels of pedagogical tolerance con-
sistently show a sustained interest in enhancing profession-
al competence, confirming the interrelationship between
motivation and the development of teaching effectiveness.
Future teachers who demonstrate a positive attitude to-
wards cultural diversity and ethical principles of interac-
tion are more likely to choose active learning methods and
open forms of pedagogical practice. This aligns with the
findings of P.P. Ruaya et al. (2022), who noted that teacher
competence determines the effectiveness of implementing
an innovative curriculum and supports the development of
adaptive skills in students. Tolerance acts as a catalyst for
the development of professional skills, enabling students
to make informed choices about methods that are adapted
to diverse learning needs. It has been shown that pedagog-
ical tolerance influences prospective teachers’ readiness
to collaborate with colleagues and participate in inter-
disciplinary projects. This corresponds with the results of
V. Vasiliene-Vasiliauskiene et al. (2020), who emphasised
that project-based learning promotes the development of
collaborative and social interaction skills among students.
Students with high levels of pedagogical tolerance demon-
strate greater initiative in group-based work, reflecting the
synergy between social and professional competencies.
Indicators of digital literacy and the use of technology
in the learning process show that highly motivated students
apply digital tools more effectively for professional devel-
opment. Platforms such as Moodle and Microsoft Teams
facilitate the creation of interactive modules, surveys,
and team projects. This stimulates the learning process,
encourages collaboration, and enhances student engage-
ment. This aligns with the findings of Y. Su (2023), who
emphasised the importance of integrating technological
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competencies into a teacher’s professional identity, par-
ticularly in the context of the digital transformation of
education. Motivational factors determine not only the
willingness to learn but also the active use of digital re-
sources, thereby enhancing the level of pedagogical com-
petence. It has been shown that pedagogical competence
correlates with the development of character and social
values in students, which corresponds with the research of
S. Surtini & T. Muhtar (2024), who highlighted that teach-
er competence contributes to the effective cultivation of
value-oriented attitudes in schoolchildren. This indicates
that the development of tolerance and motivation among
prospective teachers is not merely a personal process but
also serves as the foundation for value-driven pedagogi-
cal practice. Social and emotional learning (CASEL) fos-
ters empathy, self-regulation, and social skills through
role-playing and case studies. This supports future teachers
in developing tolerant interactions and ethical behaviour
within the learning environment. The results of A. Sury-
ani (2021) demonstrated that the choice of a teaching
career is often motivated by a desire to realise personal
potential and contribute to the development of the young-
er generation. Students with high levels of intrinsic moti-
vation adopt a more deliberate approach to professional
preparation and the development of pedagogical compe-
tencies. Pedagogical tolerance enhances satisfaction with
the learning process, aligning with the conclusions of
T. Tohan et al. (2022), who noted that teacher competence
influences job satisfaction and productivity. The cultiva-
tion of pedagogical tolerance provides a stable foundation
for the positive professional development of future teach-
ers. Students who actively develop pedagogical tolerance
demonstrate a readiness to adapt educational strategies to
diverse learning situations. This aligns with the findings of
R. Xu et al. (2021), who showed that academic motivation
and levels of professional burnout are interrelated among
students from different countries, with higher motivation
reducing the risk of burnout and enhancing productivity in
learning activities. The combination of pedagogical toler-
ance and motivation creates favourable conditions for the
sustained development of professional competence. It has
been observed that students with high levels of pedagogi-
cal tolerance and motivation actively participate in train-
ing sessions and extracurricular activities aimed at devel-
oping professional skills. This corresponds with the results
of U. Venesaar et al. (2022), who emphasised that entre-
preneurial competence in education is supported by active
student engagement in various educational programmes
and initiatives. The development of tolerance and motiva-
tion enhances readiness to participate in both learning and
professional projects, thereby promoting the formation of
competencies in interdisciplinary and practical contexts.
Pedagogical tolerance and academic motivation are in-
terrelated and mutually reinforcing, forming a foundation
for the development of professional competence in future
teachers. The integration of these factors encourages ac-
tive participation in educational and professional projects,
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supports the development of social, ethical, and profession-
al skills, and increases preparedness to implement innova-
tive approaches in pedagogical practice.

B CONCLUSIONS

The analysis of the quasi-experimental results confirmed
that the implementation of the proposed methods led to
an increase in the level of pedagogical tolerance. Accord-
ing to the TTS, the proportion of students receiving high
scores (4-5 points) increased by an average of 25-35%
compared with pre-experiment levels. Regarding academic
motivation, the AMS indicated that, following the applica-
tion of the integrated approach, the proportion of students
demonstrating high levels of intrinsic motivation (5 points)
increased in areas such as active learning, independent ac-
quisition of knowledge, and the development of profession-
al skills. In particular, responses to the item “I actively seek
opportunities for independent development in pedagogical
activity” rose from 18% to 50%, demonstrating the forma-
tion of responsibility and engagement in learning. Assess-
ment of students’ professional competence by instructors
confirmed the effectiveness of the applied methods, with
average scores across all criteria increasing by 1.3-1.6
points. The most significant improvements were observed
in the criteria “Engagement and interest in teamwork” and
“Ability to organise inclusive learning activities”, high-
lighting the positive impact of group projects, interactive
exercises, and the modelling of pedagogical situations on
the development of teamwork and inclusive skills. The re-
sults indicate that the application of a comprehensive ap-
proach ensures the consistent development of pedagogical
tolerance and intrinsic motivation, promotes the formation
of emotional competence and social skills, and enhances
the readiness of future teachers to work effectively in di-
verse and inclusive educational settings.

The algorithm for enhancing pedagogical tolerance
and academic motivation in prospective teachers involved
the systematic combination of various actions and meth-
ods, including the analysis of personal values and beliefs,
and familiarisation with pedagogical standards and compe-
tency frameworks. Engaging in these activities enables fu-
ture teachers to recognise their own biases and emotional
patterns of behaviour, while also fostering intrinsic moti-
vation for learning. Key directions for further research in-
clude expanding the experiment to larger and more diverse
student groups, as well as integrating additional digital and
gamified tools to assess their impact on the development of
pedagogical tolerance and motivation.

B ACKNOWLEDGEMENTS
None.

H FUNDING
None.

l CONFLICT OF INTEREST
None.




Ivanovskaya et al.

B REFERENCES

[1] Amirova, A., Jeksembekova, M.I., Taubayeva, G.Z., Zhundibayeva, T.N., & Uaidullakyzy, E. (2020). Creative
and research competence as a factor of professional training of future teachers: Perspective of learning technology.
World Journal on Educational Technology: Current Issues, 12(4), 278-289. doi: 10.18844/wjet.v12i4.5181.

[2] Budnyk, O., Rembierz, M., Arbeldez-Encarnacién, T.F., Rojas-Bahamén, M.J., Arbeldez-Campillo, D.F., Chinchoy, A.,
& Matveieva, N. (2022). Formation of tolerance in the inclusive environment of an educational institution. Amazonia
Investiga, 11(56), 305-319. doi: 10.34069/A1/2022.56.08.29.

[3] Channell, M. (2025). Daniel Goleman’s emotional intelligence. Retrieved from https://www.tsw.co.uk/blog/leadership-
and-management/daniel-goleman-emotional-intelligence/.

[4] Didur, A.V. (2022). Formation of pedagogical tolerance of future teachers of professional education by means
of interdisciplinary integration: Theoretical basis of research. Innovative Pedagogy, 54(1), 137-140. doi: 10.32782/2663-
6085/2022/54.1.29.

[5] EdInstruments. (n.d.). Academic motivation scale (AMS). Retrieved from https://edinstruments.org/instruments
academic-motivation-scale-ams.

[6] Gonzéilez, J., & Wagenaar, R. (2003). Tuning educational structures in Europe. Retrieved from https://ehea.info/media.
ehea.info/file/Tuning project/89/3/Tuning-Educational-Structures-Europe-executive-summary 575893.pdf.

[71 Herreros-Torres, D., Sanz, M.T., & Gémez-Ferragud, C.B. (2025). CoRe as a tool to evaluate the pedagogical knowledge
of future teachers about the fraction as an operator. Frontiers in Education, 10, article number 1274102. doi: 10.3389/
feduc.2025.1274102.

[8] Isaeva, G., Chynybaev, M., Bekboeva, R., Asan uulu, T., & Kalmatov, R. (2023). Analysis of the current state
of the system of higher vocational pedagogical education in the Kyrgyz Republic: Problems and proposed solutions.
Conrado Magagzine, 19(90), 32-40.

[9] Ivanec, T.P., & Defar, A. (2023). Motivation for the choice of the teaching profession: The role of prospective teachers’
personality traits, emotional competence, and life-satisfaction. Sage Open, 13(2). doi: 10.1177,/21582440231182594.

[10] Jafar, D.S.A., Saud, M.S., Hamid, M.Z.A., Suhairom, N., Hisham, M.H.M., & Zaid, Y.H. (2020). TVET teacher
professional competency framework in industry 4.0 era. Universal Journal of Educational Research, 8(5), 1969-1979.
doi: 10.13189/ujer.2020.080534.

[11] Joldasbaeva, A. (2024). Formation of pedagogical tolerance in future teachers as the main factor of the development
of their professional personal qualities. Best Journal of Innovation in Science, Research and Development, 3(7), 225-228.

[12] Kahveci, H. (2023). The positive and negative effects of teacher attitudes and behaviors on student progress. Journal
of Pedagogical Research, 7(1), 290-306. doi: 10.33902/JPR.202319128.

[13] Karim, A., Kartiko, A., Daulay, D.E., & Kumalasari, I.D. (2021). The effect of the supervision of the principal and the
professional competency of teachers on teacher performance in private MI in Pacet District. Nidhomul Haq: Journal
of Islamic Education Management, 6(3), 497-512. doi: 10.31538/ndh.v6i3.1686.

[14] Khaitov, L. (2020). Essence and structure of socio-pedagogical competence of the future logopeda teacher. European
Journal of Research and Reflection in Educational Sciences, 8(2), 37-43.

[15] Khimmataliev, D.O., Olmov, K.T., Abdullaeva, R.M., Ergashev, B.B., & Chulponova, K.T. (2021). Mechanisms
of professional competence development in future teachers based on pedagogical and technical knowledge. Annals
of the Romanian Society for Cell Biology, 25(2), 2950-2958.

[16] Li, J., & Xue, E. (2021). “Teach to adapt or adapt to teach”: Qualitative study on the new “special-post teachers”
in China’s rural schools. Educational Philosophy and Theory, 53(12), 1295-1305. doi: 10.1080,/00131857.2020.1840350.

[17] Llanos-Ruiz, D., Ausin-Villaverde, V., & Abella-Garcia, V. (2024). Interpersonal and intrapersonal skills
for sustainability in the educational robotics classroom. Sustainability, 16(11), article number 4503. doi: 10.3390/
sul6114503.

[18] Martinez-Moreno, J., & Petko, D. (2024). What motivates future teachers? The influence of artificial intelligence
on student teachers’ career choice. Computers & Education: Artificial Intelligence, 7, article number 100296.
doi: 10.1016/j.caeai.2024.100296.

[19] Momunalieva, A., Ismailova, R., & Najimudinova, S. (2024). The case of the Kyrgyz Republic. In I. Menter (Ed.), The
reform of teacher education in the post-Soviet space: A comparative analysis of fifteen independent countries (pp. 132-149).
London: Routledge. doi: 10.4324/9781003348047.

[20] Navigate360 Editorial Team. (n.d.). What is CASEL? A comprehensive guide to social-emotional learning. Retrieved from
https://navigate360.com/blog/what-is-casel/.

[21] Ng, D.T.K., Xinyu, C., Leung, J.K.L., & Chu, S.K.W. (2024). Fostering students’ Al literacy development through
educational games: Al knowledge, affective and cognitive engagement. Journal of Computer Assisted Learning, 40(5),
2049-2064. doi: 10.1111/jcal.13009.

[22] Nwokeocha, S., Sessay, A., Njora, H., & Wodon, Q. (2023). Professional standards and competencies for teachers and school
leaders: A case study for Sierra Leone. Addis Ababa: UNESCO International Institute for Capacity-Building in Africa.

Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026



https://doi.org/10.18844/wjet.v12i4.5181
https://doi.org/10.34069/AI/2022.56.08.29
https://www.tsw.co.uk/blog/leadership-and-management/daniel-goleman-emotional-intelligence/
https://www.tsw.co.uk/blog/leadership-and-management/daniel-goleman-emotional-intelligence/
https://doi.org/10.32782/2663-6085/2022/54.1.29
https://doi.org/10.32782/2663-6085/2022/54.1.29
https://edinstruments.org/instruments/academic-motivation-scale-ams
https://edinstruments.org/instruments/academic-motivation-scale-ams
https://ehea.info/media.ehea.info/file/Tuning_project/89/3/Tuning-Educational-Structures-Europe-executive-summary_575893.pdf
https://ehea.info/media.ehea.info/file/Tuning_project/89/3/Tuning-Educational-Structures-Europe-executive-summary_575893.pdf
https://doi.org/10.3389/feduc.2025.1274102
https://doi.org/10.3389/feduc.2025.1274102
https://www.researchgate.net/publication/373397203_Analysis_of_the_current_state_of_the_system_of_higher_vocational_pedagogical_education_in_the_Kyrgyz_Republic_problems_and_proposed_solutions
https://www.researchgate.net/publication/373397203_Analysis_of_the_current_state_of_the_system_of_higher_vocational_pedagogical_education_in_the_Kyrgyz_Republic_problems_and_proposed_solutions
https://doi.org/10.1177/21582440231182594
https://doi.org/10.13189/ujer.2020.080534
https://www.bjisrd.com/index.php/bjisrd/article/view/2644
https://www.bjisrd.com/index.php/bjisrd/article/view/2644
https://doi.org/10.33902/JPR.202319128
https://e-journal.uac.ac.id/index.php/nidhomulhaq/article/view/1686
https://www.idpublications.org/wp-content/uploads/2020/02/Full-Paper-ESSENCE-AND-STRUCTURE-OF-SOCIO-PEDAGOGICAL-COMPETENCE-OF-THE-FUTURE-LOGOPEDA-TEACHER.pdf
http://annalsofrscb.ro/index.php/journal/article/view/1271
http://annalsofrscb.ro/index.php/journal/article/view/1271
https://doi.org/10.1080/00131857.2020.1840350
https://doi.org/10.3390/su16114503
https://doi.org/10.3390/su16114503
https://doi.org/10.1016/j.caeai.2024.100296
https://doi.org/10.4324/9781003348047
https://navigate360.com/blog/what-is-casel/
https://doi.org/10.1111/jcal.13009
https://unesdoc.unesco.org/ark:/48223/pf0000388114.locale=en
https://unesdoc.unesco.org/ark:/48223/pf0000388114.locale=en

Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026

Pedagogical tolerance and learning motivation...

[23] Ozcan, M. (2021). Factors affecting students’ academic achievement according to the teachers’ opinion. Education
Reform Journal, 6(1), 1-18. doi: 10.22596/erj2021.06.01.1.18.

[24] Prykhodkina, N., Tsynova, M., Kravets, H., Hrechanovska, O., & Nichyshyna, V. (2025). The role of interactive
technologies in improving the quality of learning and development of scientific competences in modern education.
Periodicals of Engineering and Natural Sciences, 13(1), 69-82. doi: 10.21533/pen.v13.i1.253.

[25] Rajesh, R., & Joseph, Z.C. (2023). Competency-based teacher education (CBTE): A training module to improve
knowledge, attitude, and practices (KAP) of school teachers on learning disabilities in children. Journal of Family
Medicine and Primary Care, 12(5), 874-880. doi: 10.4103/jfmpc.jfmpc 580 22.

[26] Roman-Gravan, P., Hervas-Gomez, C., Martin-Padilla, A.H., & Fernandez-Marquez, E. (2020). Perceptions about the
use of educational robotics in the initial training of future teachers: A study on steam sustainability among female
teachers. Sustainability, 12(10), article number 4154. doi: 10.3390/su12104154.

[27] Ruaya, P.P., Kang, H.X., Reader, S., & Hidayat, T. (2022). Role of teacher competence to implement the independent
curriculum. International Journal of Science Education and Cultural Studies, 1(2), 94-108. doi: 10.58291 /ijsecs.v1i2.48.

[28] Saffer, D. (2023). Notes on Donald Schén’s The reflective practitioner. Retrieved from https://odannyboy.medium.com/
notes-on-donald-sh%C3%B6ns-the-reflective-practitioner-e67f753879d8.

[29] Sakalli, O., Tlili, A., Altinay, F., Karaatmaca, C., Altinay, Z., & Dagli, G. (2021). Therole of tolerance education in diversity
management: A cultural historical activity theory perspective. Sage Open, 11(4). doi: 10.1177/21582440211060831.

[30] Su, Y. (2023). Delving into EFL teachers’ digital literacy and professional identity in the pandemic era: Technological
Pedagogical Content Knowledge (TPACK) framework. Heliyon, 9(6), article number e16361. doi: 10.1016/j.
heliyon.2023.e16361.

[31] Surtini, S., & Muhtar, T. (2024). Teachers’ pedagogic competence in strengthening character education of students
in elementary schools: Exploring effective strategies. Journal of Paedagogy, 11(3), 568-579. doi: 10.33394/
jp.-v11i3.11904.

[32] Suryani, A. (2021). “I chose teacher education because...”: A look into Indonesian future teachers. Asia Pacific
Journal of Education, 41(1), 70-88. doi: 10.1080,/02188791.2020.1783202.

[33] Sutarti, T., Asrowi, Triyanto, & Ramli, M. (2025). The potential of social pedagogy-based learning models
to enhance student tolerance: An exploratory study. Multidisciplinary Science Journal, 7(4), article number €2025210.
doi: 10.31893/multiscience.2025210.

[34] Tanhan, F., Kasap, S., Muahmmed, H.I., & Unsal, F. (2021). Teacher tolerance scale: Validity and reliability study.
Siirt Education Journal, 1(2), 30-48.

[35] Tohan, T., Nyoto, N., & Chandra, T. (2022). The effect of teacher’s competence on the vocational high school
teachers’ work satisfaction and performance in Prajnamitra Maitreya Foundation, Riau. Proceeding of International
Conference on Business Management and Accounting, 1(1), 193-212.

[36] Turlybekov, B., Seidaliyeva, G., Abiev, B., & Kazyhankyzy, L. (2024). Development of professional-pedagogical
competence in future English language teachers. International Journal of Innovative Research and Scientific Studies,
7(3), 1009-1016. doi: 10.53894/ijirss.v7i3.3009.

[37] Vasiliene-Vasiliauskiene, V., Vasiliauskas, A.V., Meidute-Kavaliauskiene, 1., & Sabaityte, J. (2020). Peculiarities
of educational challenges implementing project-based learning. World Journal on Educational Technology: Current
Issues, 12(2), 136-149. doi: 10.18844/wjet.v12i2.4816.

[38] Venesaar, U., Malleus, E., Arro, G., & Toding, M. (2022). Entrepreneurship competence model for supporting learners
development at all educational levels. Administrative Sciences, 12(1), article number 2. doi: 10.3390/admsci12010002.

[39] WMA Declaration of Helsinki — Ethical Principles for Medical Research Involving Human Participants. (1964, June).
Retrieved from https://www.wma.net/policies-post/wma-declaration-of-helsinki/.

[40] Wulandari, D., Nugroho, E., Alifa, M.N., Aulia, P.K., & Aryani, V. (2022). The influence of work motivation
on teacher’s pedagogical competence. Tarbawi: Journal of Educational Management Science, 8(2), 264-270.
doi: 10.32678/tarbawi.v8i02.6694.

[41] Xu, R., Wang, Q., Chin, N.S., & Teo, E.W. (2021). Analysis of learning motivation and burnout of Malaysian
and Chinese college students majoring in sports in an educational psychology perspective. Frontiers in Psychology, 12,
article number 691324. doi: 10.3389/fpsyg.2021.691324.

[42] Zhang, X., Admiraal, W., & Saab, N. (2021). Teachers’ motivation to participate in continuous professional
development: Relationship with factors at the personal and school level. Journal of Education for Teaching, 47(5),
714-731. doi: 10.1080/02607476.2021.1942804.



http://doi.org/10.22596/erj2021.06.01.1.18
https://doi.org/10.21533/pen.v13.i1.253
https://doi.org/10.4103/jfmpc.jfmpc_580_22
https://doi.org/10.3390/su12104154
https://doi.org/10.58291/ijsecs.v1i2.48
https://odannyboy.medium.com/notes-on-donald-sh%C3%B6ns-the-reflective-practitioner-e67f753879d8
https://odannyboy.medium.com/notes-on-donald-sh%C3%B6ns-the-reflective-practitioner-e67f753879d8
https://doi.org/10.1177/21582440211060831
https://doi.org/10.1016/j.heliyon.2023.e16361
https://doi.org/10.1016/j.heliyon.2023.e16361
https://doi.org/10.33394/jp.v11i3.11904
https://doi.org/10.33394/jp.v11i3.11904
https://doi.org/10.1080/02188791.2020.1783202
https://doi.org/10.31893/multiscience.2025210
https://dergipark.org.tr/en/pub/sedder/article/1039950
https://www.ejournal.pelitaindonesia.ac.id/index.php/ICOBIMA/article/view/2833
https://www.ejournal.pelitaindonesia.ac.id/index.php/ICOBIMA/article/view/2833
https://doi.org/10.53894/ijirss.v7i3.3009
https://doi.org/10.18844/wjet.v12i2.4816
https://doi.org/10.3390/admsci12010002
https://www.wma.net/policies-post/wma-declaration-of-helsinki/
https://doi.org/10.32678/tarbawi.v8i02.6694
https://doi.org/10.3389/fpsyg.2021.691324
https://doi.org/10.1080/02607476.2021.1942804

Ivanovskaya et al.

KecunTUK KOMNEeTEeHTTYY/IYKTYH Hermsu Katapbl
KefleuekTerm MmyranmuMmaepavH negarorukanbik
TONepPaHTTYYNyry aHa OKyy MOTUBaLMUSCbI

EneHa BaHoOBCKas“

PhD pokTopaHT

HU. ApabaeB ateiHAarsl Kelprei3 MamJiieKeTTUK YHUBEPCUTETHU
720026, U. Pa33akos keu., 51-A, bumikek m1., Kelprei3 Pecry6iiikacs
https://orcid.org/0009-0000-6079-6088

YonnoH PbicnaeBa

[legaroruka UJIMMAEPUHUH KaHOAUOATHI, JOLIEHT

OJ1 apaJIblK MHHOBALUAIBIK TEXHOJIOTHUANIAD YHUBEPCUTETU
720048, Ankapa ked., 1/17, Bumkek 1., Kelprei3 Pecniy6inkacht
https://orcid.org/0000-0003-0356-6395

Anb6uHa J)xyMmran6ekoBa

JlexTop

H. ApabaeB aThiHAarsl Kelprel3 MaMJIeKeTTUK YHUBEPCUTETH
720026, U. Pa33akoB ke4., 51-A, Bumkek 1., Keipreiz Pecniy6mkacs
https://orcid.org/0009-0006-2487-9496

AHHoOTauuda. M3uinee KejieueKTern MYTaJUMIEpPAUH apachlHIa MeJaroruKajblK TOJIEPAHTTYYJIYKTy XaHa OKYYy
MOTHUBAIUSCBIH JKOTOPYJATyy YYYH HAThIMXKaJyy [eJarorukajablk MOAEJAepPAN, COIHAIIBIK-3MOIIMOHAIIBIK
MaMuJieJepau JXKaHa CaHApPUNTUK IUTaT@opmasiiapbl aHBIKTOOTO OareiTTajraH. MeToAoJioTUsAra IeJarorruKajIbiK
MOJeJAepAruH CaJIBILITBIpMaIyy Tajagoocy, 2024-xsliablH GeBpasib aiiblHaH Mail ailiblHa yelinH ApabaeB aThIHAArbl
KbIprei3 MaMJIEKETTUK YHUBEPCUTETUHAE XaHa OJ apajiblk WHHOBAIUAJIBIK TEXHOJIOTUSJIAD YHUBEPCUTETUHJE
84 CTymeHTTWH KaTBIIYyCYHOA JXYPry3YJI'eH KBa3W-dKCIEPHMEHTAJIIBIK U3WIA66 JKaHa IeJaroruKajbik
TOJIEPAHTTYYJIYKTY KaHa MOTHBAIMAHBI JXOTOPYJIATyy aJTOPUTMHUH HINTEN YBITYY KUpreH. Herusru KBIABIHTHIKTApP
KOPCOTKOHAOH, KOMIIETEHTTYYJIYKKO OarslTTajiraH bIKMaHBI, COLMAIABIK-3MOIMOHAIABIK OKYTYYHY JXaHa CaHApUITUK
mwiatopMaiapapl KUPru3dyy MeHeH OIHJAIITHIPBUITAaH OKYTYy BIKMAaJIaphlH WHTETrpalysiaHTaH KOJIIOHYY
MeJaroTuKaJblK TOJEPAHTTYYJIYKTYH JKaHA OKYydYyJIapABIH WYKM MOTHUBALUACHIHBIH OJIYTTYY JKOTOPYJIAIIbIHA aJIBII
kesieT. MyraauMaepauH TOJIEPAHTTYYJIyK ILIKajacblHA BUIAWBIK, XKOTOPKYy 6asn anrad (4-5 6ayui) oKyydysaapIslH
yJyury GamTanksl MaaHUJIepre cajbllITEHPMalyy OpTO4O 3cenl MeHeH 25-35 %ra ecKkeH, aiipplkua ap KaHJai MaJaHUuM,
COIIMAJIIBIK XXaHa JXeKe YeUpeliery OKyydyJlap MeHeH HINTeere MaspblK JXXarblHaH. AKaOeMUsJIBIK MOTHBAIUA
IIKaJlachlHa TasHBIN, WYKWM MOTHUBALMAHBIH JXOTOpyJIaraHbl OaiiKajiraH, ajl MU aKTUBIAYY OKYTYyy KaHa ©3 aJiJblH4a
ounuM anyy kepcetkyutepy 20-35 % ra xoropyJiarad. MoTuBamnus AeHrssau 6ospxosl meHeH 10 % ra TeMeHAereH,
anTkeHu 10 xaHa 14-myHKTTap 60I0HYA XXOTOPKY MOTHUBALUSIBIK ynaiylapAasH (4-5 6as1) yayly THUemeyyJayTyHe
skapama 25 % gaH 15 %ra xaHa 20 % gan 10 %ra yellnH TeMeHAereH. KecUNTHK KOMIETEHTTYYJIYK KpUTepuiliepu
OOIOHYa JIEKTOPJIOPAYH opTouo 6aamoocy 3,0-3,3TeH 4,5-4,7re 4YeliMH >OropyJjaraH, aj 5MH 5H MaaHUJIYY
JKaKIIBIPYY WHKJIIO3UBAYY OKYY HII-apaKeTTepUH YIOMTYPYY XOHIOMY XaHa KOMAaH/aJIbIK UIIKe KaThIIyy OOHYa
Oarikasirad. BaliKOOJIOpAYH >KBIMBIHTBITBIHAA CTYOEHTTEPAUH KOMMYHUKATUBIUK aKTUBIAYYJIYTY, KOMaHOAJBIK ©3
apa apakeTTeHYYHYH HaTBIIDKAIYyJIyTy, €3 ajJAbHua IJIaHAAIITBIPYY XKOHIAOMY >XaHa IeJarOTUKaJIbIK MPaKTHUKaHbI
pedJIeKCUBAYY TaJIg00 XYPry3Yy *XKeHAeMY XoropyJsaraH. [leqarorukasiblk TOJIEPAHTTYYJIYKTY XaHa MOTUBALUSHBI
J)KOTOPYJIaTyy YUYYH WINTEJIUN YbIKKAH aJropuTM bIpaaTTyy apakeTTepAuH, KypajgapAblH JXaHa KYyTYJIreH
HaThIMXKaJIapABIH CTPYKTypPaJIAIITHIPRIJITAH KOPYHYIIYH KaMChI3 KbUIAT. M3WIgeeHy MyTraJuMOepAu Oaspaoody
YHUBEPCUTETTEPAUH JIEKTOPJIOPY, KECUIITUK OHYKTYPYY 60p6OPJIOPYHYH METOAUCTTEPH, OMJINM Oepyy MeKeMeJTIepUHIH
aIMUHUCTPATOPJIOPY KaHA MeJarorukaibik OuaInM 6epyy XKaaThlHOaTrsl U3UIAO0YYJIep KOJIJOHO aJIbIliaT

Herusru cespep: canapuntuk miatdopmasap; COIUaIABK-3MOLUOHAIABK BIKMaJap; pedeKCUBIYY TalllsIpMasiap;
KOMaH/IaJIBIK 10JI600PJIOP; CTYAEHTTED
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AHHoTaumsa. llesbio uccieqOBaHUA OBUIO BBIsIBJIeHUE 3(POEKTUBHBIX I€IaroruvyeckKrux MofeJsiell, COLHNaJIbHO-
SMOIIMOHAJIBHBIX MOJXOO0B U IUGPOBHIX MJIATGOPM JIsI MOBBIIIEHUs MeJaroru4eckoi TOJIEPaHTHOCTU U MOTHUBAIUU
K oOyueHUI0O y OyAyUIUX yuyuTesieH. MeTomoJiorus BKJII0YaJia CPaBHUTEJIBHBIA aHaIM3 MeJaroruyeckux MoJesield,
KBasuaKCIepuMeHTaJbHOe HccIeJoBaHue, TpoBeieHHOe ¢ ¢peBpasisano Maii 2024 roga B KeIpreIi3ckoM rocy JapCTBEHHOM
yHuBepcuTeTe uMeHu U. Apa6aeBa u MeXxAyHapoJHOM yHUBEPCHUTETE WHHOBAI[MOHHBIX TEXHOJIOTUH C ydyacTueM 84
CTYZIEHTOB, a TakXe pa3pabOTKy aJIrOPUTMAa MOBHIIIEHUA MTeJarornyeckoi TOJIEPAaHTHOCTU U MOoTuBaIuu. OCHOBHEBIE
pe3yJIbTaThl TOKa3aJik, YTO KOMILJIEKCHOE MpUMeHeHre KOMIIETEHTHOCTHO-OPUEHTUPOBAHHOTIO MOAX0/1a, COLMAIbHO-
SMOIIMOHAJIBHOTO O0yYeHUs U relMu(PUIHPOBAHHBIX METOJ0B OO0yYeHHUs C HUCIOJIb30BaHUEM LUGPOBHIX MIaTGOPM
MPUBOJUT K 3HAYMTEJIbHOMY TMOBBIIIEHUIO TeJarOTMYeCcKOl TOJEPAHTHOCTU W BHYTPEeHHENl MOTHUBALUU CTYIEHTOB.
ITo mKaje megaroruyeckoil TOJEPAHTHOCTU AOJA CTYAEHTOB C BBICOKMMH Oajmamu (4-5 6ajiyioB) yBeJw4miach B
cpenHeM Ha 25-35 % mo cpaBHeHMIO ¢ 6a30BBIMU 3HAaUYE€HUAMU, 0COOEHHO B MJIaHe TOTOBHOCTHU K paboTe C yYaluMUCS
U3 Pa3HBIX KYJIbTYPHBIX, COIIMAJIBHBIX U MHAVWBUIYAJIbHBIX CJI0eB HacejeHus. Ha ocHoBaHuu IlIkaJiel aka/leMUYeCKOMN
MOTHUBANMU ObLJI0 OTMEYEHO IOBHIIEHNe BHYTPEHHEN MOTHUBAIMM, MPU 3TOM IOKAa3aTeJ M aKTUBHOTO OOyYeHUs U
CaMOCTOATEJIbHOT0 NpruobpeTeHus 3HaHul Beipocau Ha 20-35 %. YpoBeHb aMOTHUBAMKU CHU3WUJICA TpuMepHO Ha 10 %,
MOCKOJIbKY JT0JIs1 BBICOKUX MOKa3aTesieil amotuBamuu (4-5 6asios) mo myHkram 10 u 14 ymensmmiiacsk ¢ 25 10 15% u ¢
20 go 10 % cooTBeTcTBeHHO. CpegHME OLIEHKU MIpenojaBaTesiell o KpUTepuaM npodeccruoHaIbHON KOMIETEHTHOCTU
noBeicuyiuch ¢ 3,0-3,3 mo 4,5-4,7, mpu 3ToM HauOoJiee 3HauUUTeJIbHOE yJIyullleHHe HabJIio[ajoch B IMOKasaTesax
«CrocoOHOCTh OPTaHU30BBHIBATh WHKJIIO3MBHBEIE yueOHBIE MEPONMPUATUA» U «BOBJIE€YEHHOCTh B KOMAHIHYIO paboTy».
Hab6tioqeHus mokasasiu, YTO ¥ CTYAE€HTOB IMOBBICUIACh KOMMYHUKATHUBHAS aKTUBHOCTh, 3(PHEKTUBHOCTh KOMaHIHOTO
B3aUMOJEHNCTBUsA, CIOCOOHOCTh K CAaMOCTOSITEJIbHOMY IJIAHUPOBAHUIO U YMeHUEe MPOBOAUTH pedJIEKCUBHBIN aHAJIN3
reJaroruyeckoi mpakTUKU. Pa3zpaboTaHHBIN aJrOPUTM IOBBIIIEHUS MMeJaroruiyeckoil TOJIePaHTHOCTU U MOTHUBAIUU
obecreunBaeT CTPYKTYPUPOBAHHOE IIpeJiCTaBjIeHNEe IMOCJeI0BaTeIbHBIX OEUCTBUN, WHCTPYMEHTOB U OXUJAAE€MBIX
pe3yJibTaToB. Pe3ysibTaThl MCCJIEAOBAHUS MOTYT OBITh MCIIOJIb30BaHBI MpENoaBaTe/ MU TeJaroruiyeckux BY30B,
METOJMCTAaMU IIeHTPOB TOBHIIEHUS KBaJupUKANUYU, aJMUHHUCTPATOPpaMu oOpa30BaTeJIbHBIX YUYPEXAEHUN U
HcciieoBaTesIIMU B 06J1aCTH MeJarornyeckoro o0pa3oBaHUs
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MPOEKTHI; CTYACHTHI
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Abstract. The aim of this study was to examine the relationship between L2 grit, academic emotions (enjoyment and anxiety),
and Chinese language achievement, as well as to determine the mediating role of academic emotions in this relationship.
Using quantitative methods, it was found that participants demonstrated moderately low levels of L2 grit (mean = 3.323 out
of 5) and academic anxiety (mean = 3.264), while academic enjoyment was moderately high (mean = 3.919). The study
explored the relationships between L2 grit, academic emotions, and Chinese language achievement (HSK level and self-rated
proficiency), as well as the mediating effects of these two factors. L2 grit showed a significant positive correlation with both
academic enjoyment (r = 0.268, p < 0.01) and academic anxiety (r = 0.434, p < 0.01). Although a positive correlation
between academic enjoyment and anxiety was observed (r = 0.104), it was not statistically significant (p > 0.05). Notably,
L2 grit had a significant negative correlation with Chinese language achievement, particularly with HSK level (r = -0.206,
p < 0.01), while its relationship with self-rated proficiency was not significant (r = -0.117, p > 0.05). Academic anxiety
demonstrated a significant negative correlation with both achievement indicators (with HSK level: r = -0.287, p < 0.01; with
self-rated proficiency: r = -0.252, p < 0.01), whereas the relationship between academic enjoyment and achievement was
not significant. It was also found that academic emotions, especially anxiety, played a significant indirect mediating role in
the relationship between L2 grit and HSK level (effect value = -0.222; 95% CI [-0.378, -0.071]), while the direct effect was
not significant (effect value = -0.214; 95% CI included zero). The total proportion of the indirect effect was 50.5%. These
findings reveal the complex role of academic emotions in second language acquisition, provide new insights for Chinese
language teaching, and highlight the importance of addressing students’ emotional factors and fostering perseverance
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motivational persistence
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H INTRODUCTION

For international learners, mastering Chinese as a second
language is a long-term, inherently challenging process
shaped by linguistic complexity and cross-cultural adap-
tation demands. In this environment, the role of learners’
psychological attributes in sustaining effort and achieving
success is paramount. Second language (L2) grit, defined as
the combination of perseverance and passion for long-term
language learning goals, emerges as a critical non-cognitive
trait that may underpin academic resilience and achieve-
ment. Concurrently, academic emotions, especially enjoy-
ment and anxiety, are recognised as pivotal affective expe-
riences that directly colour the learning process and likely
serve as key mechanisms linking stable personality traits
like grit to tangible learning outcomes. However, the spe-
cific pathways through which L2 grit, via these contrasting
emotions, influences the academic achievement of Chinese
language learners remain insufficiently charted. Investigat-
ing this integrated relationship is therefore of significant
practical relevance, as it can inform pedagogical strategies
aimed at cultivating adaptive psychological profiles and
fostering emotionally supportive learning environments to
optimise learner success.

Recent scholarship has substantiated the importance
of domain-specific L2 grit. Y. Teimouri et al. (2022) argued
that L2 grit, conceptualised as passion and perseverance
specific to language learning, demonstrates stronger and
more consistent predictive validity for L2 achievement
compared to general grit measures. Supporting this, a
conceptual replication study by H. Lin & C. Wang (2025)
confirmed the stable factor structure of the L2-Grit Scale
and its ability to predict L2 course grades and standard-
ised test scores. However, the relationship between L2 grit
and achievement is not always straightforward. E. Sudi-
na & L. Plonsky (2021) emphasised that domain-specific
measurement is crucial, as general grit studies yield incon-
sistent results, while A. Alamer (2021) found that initial
grit only indirectly predicted later vocabulary knowledge
through later grit, highlighting the complexity of its tem-
poral effects. Parallel research underscores the power-
ful role of academic emotions. In the context of Chinese
learners, J.-M. Dewaele & C. Li (2022) demonstrated that
self-perceived overall English proficiency was a stronger
predictor of both Foreign Language Enjoyment (FLE) and
Foreign Language Classroom Anxiety (FLCA) than actual
test scores, revealing the subjective nature of emotional
experiences. Furthermore, they found domain-specific per-
ceptions, such as of speaking and grammar, significantly
predicted these emotions. The consequences of these emo-
tions are well-established. Studies consistently show enjoy-
ment’s positive impact; for instance, W. Chen et al. (2021)
found that among beginner Chinese as a second language
(CSL) or Chinese as a foreign language (CFL) learners, en-
joyment levels were significantly higher than anxiety and
were linked to positive learning experiences. Conversely,
anxiety often exerts a negative influence, as noted in re-
search on online learning where specific difficulties and
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interaction deficits were primary anxiety sources for CSL
learners (Xie & Luo, 2021). Crucially, emerging evidence
points to emotions as mediators in the grit-achievement
link. X. Wei et al. (2024) found that classroom environ-
ment and L2 grit influenced English achievement indirectly
through the mediating effects of enjoyment, anxiety, and
boredom, with no direct effects. Y. Wang (2023) further
illustrated that both perseverance of effort and consistency
of interest in L2 grit indirectly influenced willingness to
communicate through the parallel mediation of FLE and
FLCA. These studies collectively affirm that emotions are
not mere correlates but active pathways.

Despite these advances, a specific gap persists. While
mediation has been explored in English as a Foreign Lan-
guage (EFL) contexts, there is a paucity of research that
simultaneously examines the dual mediating roles of aca-
demic enjoyment and anxiety in the relationship between
L2 grit and academic achievement specifically within the
population of Chinese language learners (i.e., learners of
Chinese as a second/foreign language). Most existing stud-
ies focus on Chinese learners of English, leaving the dy-
namics within CSL/CFL contexts less understood. There-
fore, the present study aimed to investigate the relationship
between L2 grit and academic achievement among Chinese
language learners and to test the parallel mediating effects
of academic enjoyment and anxiety in this relationship.

H LITERATURE REVIEW

Grit, defined as “perseverance and passion for long-term
goals” by A. Duckworth et al. (2007), adapts to second lan-
guage acquisition (SLA) as L2 grit — a learner’s sustained
passion and perseverance for mastering a second language.
It has two factors: perseverance of effort (PE, persistent
work despite obstacles) and consistency of interest (CI,
stable learning passion). Recent research focuses on its
measurement: Y. Teimouri et al. (2022) developed a do-
main-specific L2 grit scale; E. Sudina & L. Plonsky (2021)
advocated this domain-specific approach for better predic-
tive validity, which yields inconsistent findings in SLA con-
texts. M. Pawlak et al. (2025) systematically examined the
relationship between L2 grit and various individual differ-
ence factors and background variables, further supporting
the importance of adopting domain-specific conceptual-
isation and measurement in the field of second language
learning. The relationship between L2 grit and academic
achievement, however, is nuanced and may involve com-
plex pathways. A. Alamer (2021), in a longitudinal study,
found that initial L2 grit did not have a significant direct
effect on later vocabulary knowledge. Instead, its influence
was fully mediated by later endorsement of grit, suggest-
ing that the trait’s stability and development over time
are crucial for its impact on learning outcomes. This high-
lights grit as a dynamic, rather than static, predictor. Fur-
thermore, research indicates that the two components of
L2 grit may play distinct roles. For instance, E. Sudina &
L. Plonsky (2021) reported that the PE subscale consistently
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showed stronger positive relationships with both L2
achievement and proficiency than the CI subscale across
different learner contexts. This aligns with meta-analytic
findings in general education suggesting PE is often a more
reliable predictor of performance outcomes than CI.

In the specific context of Chinese learners, studies have
begun to map the contours of L2 grit. X. Wei et al. (2024)
validated the L2-Grit Scale in a Chinese EFL context, con-
firming its two-factor structure and finding that higher
self-rated English proficiency was associated with higher
levels of L2 grit. More recent research has started to position
L2 grit within broader nomological networks. For example,
S. Liu (2022) investigated Chinese high school EFL learners
and found that L2 grit (both PE and CI) fully mediated the
relationship between a growth language mindset and foreign
language learning burnout. This positions L2 grit not only as a
direct contributor to achievement but also as a critical buffer
against negative psychological outcomes, thereby indirectly
supporting sustained learning and success. Similarly, A. Ala-
zemi et al. (2023) constructed a model showing that L2 grit,
along with academic buoyancy, mediated the relationship be-
tween academic emotion regulation and personal best goals
among EFL learners, highlighting its role in goal pursuit.

Academic enjoyment, is a pivotal positive emotion in
SLA, defined as the positive and fulfilling experience of
language learning (Dewaele & Maclntyre, 2014). Recent
research confirms its multidimensional nature, including
personal, social, and teacher-related enjoyment (Wei et
al., 2021). It actively facilitates learning by broadening
cognitive resources and fostering resilience (Fredrick-
son, 2001). FLE stems from internal and external factors.
Internally, self-efficacy, intrinsic motivation, a growth
mindset, and grit, especially perseverance, predict higher
enjoyment, as noted by A. Alazemi et al. (2023). Externally,
a supportive teacher and a positive classroom climate are
paramount, as emphasised by S. Liu (2022). In CSL con-
texts, cultural fascination and authentic language use boost
enjoyment (Chen et al., 2021).

The beneficial impact of FLE on language learning is
strongly supported by contemporary empirical evidence. En-
joyment is positively correlated with and predictive of high-
er language achievement, greater willingness to communi-
cate, increased learner engagement, and the use of adaptive
self-regulated learning strategies (Liu, 2022; Wang, 2023).
It enhances motivation and can create an upward spiral of
positive learning experiences. Crucially, FLE often functions
not just as a direct predictor but as a key mediator or mod-
erator in the relationship between other psychological traits
and learning outcomes. A prominent finding is its mediat-
ing role between L2 grit and achievement. It was found that
FLE fully mediated the relationship between L2 grit and
English scores among Chinese high school students. Simi-
larly, it was demonstrated that English learning enjoyment
influenced grades primarily through the mediating pathway
of grit, especially perseverance of effort. Furthermore, FLE
can serve as a parallel mediator alongside anxiety, explain-
ing how grit influences communicative willingness, and it
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can buffer the negative effects of anxiety, highlighting the
dynamic interplay within the learner’s emotional ecosystem
(Sudina & Plonsky, 2021; Wang, 2023). In summary, recent
research firmly establishes FLE as a complex, multi-source
positive emotion with profound implications for language
learning success. It underscores the critical role of teacher
and classroom environment, validates its positive impact
on cognitive, behavioural, and performance outcomes,
and, most importantly, positions it as a central mechanism
that translates enduring personal qualities like grit into
tangible academic success. This body of work, increasing-
ly inclusive of CSL contexts, argues for pedagogical prac-
tices that consciously cultivate enjoyment to create more
effective and sustainable language learning environments.

Academic anxiety, most prominently operationalised
as FLCA, remains a central negative emotion in SLA re-
search. It is defined as the distinct feeling of tension, appre-
hension, and nervousness specifically tied to the context of
learning or using a second language (Horwitz, 1986). Re-
cent scholarship continues to validate its multidimensional
nature, encompassing communication apprehension, fear
of negative evaluation, and test anxiety, which collectively
disrupt cognitive processing and affective engagement es-
sential for language acquisition (Dewaele & Li, 2022; Paw-
lak et al., 2025). The antecedents of FLCA are multifaceted,
stemming from both internal and external sources. Inter-
nally, factors such as low self-efficacy, perfectionism, and
a fixed language mindset are consistently linked to height-
ened anxiety. Externally, classroom dynamics play a criti-
cal role. Situations that threaten a learner’s self-concept —
such as spontaneous speaking tasks, perceived harsh error
correction, or a highly competitive environment-are potent
anxiety triggers. The rapid shift to technology-mediated
learning has introduced novel external stressors. Y. Xie
& T. Luo (2021) identified that for international students
learning Chinese online, technological glitches, unstable
connectivity, and a perceived deficit in real-time interac-
tion and non-verbal cues significantly exacerbate feelings
of isolation and uncertainty, constituting primary sources
of anxiety. Furthermore, in cross-cultural learning contexts
like CSL, the compounded effects of culture shock and lan-
guage shock remain significant, though under-researched,
contributors to learners’ affective distress.

The detrimental impact of FLCA on language learn-
ing processes and outcomes is well-documented in recent
literature. High anxiety is associated with cognitive inter-
ference, impairing working memory and hindering the re-
trieval of linguistic knowledge during performance (Paw-
lak et al., 2025). Affectively, it robustly predicts reduced
willingness to communicate, lower motivational intensity,
and can contribute to learner disengagement and burnout
(Wang, 2023; Wei et al., 2024). Empirical studies consist-
ently report a negative correlation between FLCA and var-
ious indices of language achievement and proficiency. For
instance, J.-M. Dewaele & C. Li (2022) found that self-per-
ceived speaking and grammar competence were significant
negative predictors of FLCA among Chinese EFL learners. In
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the specific CSL context, research confirms its prevalence and
negative impact. Crucially, contemporary research empha-
sises that anxiety does not operate in isolation but interacts
dynamically within a network of learner variables. Its role is
often contextual and can be mediated or moderated by oth-
er psychological traits. A key emerging finding is that FLCA
frequently serves as a critical mediating pathway. For exam-
ple, X. Wei et al. (2024) demonstrated that FLCA, alongside
enjoyment and boredom, fully mediated the relationship be-
tween L2 grit and English achievement, with no direct effect
present. Similarly, Y. Wang (2023) found that FLCA acted as
a parallel mediator (together with FLE) in the link between
L2 grit and willingness to communicate. These studies il-
lustrate that the negative influence of anxiety is integral to
explaining how broader dispositions like grit translate into
learning outcomes. Furthermore, the relationship between
anxiety and positive emotions like enjoyment is dynamic.
Longitudinal evidence suggests they can exhibit reciprocal
influences over time, where initial anxiety may dampen
subsequent enjoyment, and vice versa, shaping the overall
emotional climate of learning (Shirvan & Taherian, 2022).

In summary, recent research consolidates FLCA as a
complex, multi-determined emotion with significant conse-
quences for language learning. It highlights new antecedents
in digital and cross-cultural settings, reaffirms its negative
impact on cognitive-behavioural outcomes, and, most im-
portantly, positions it not merely as a standalone obstacle
but as a pivotal component within integrative models — of-
ten serving as a mediator that channels the effects of other
key variables like L2 grit onto ultimate achievement. This

underscores the necessity of investigating anxiety within
interconnected affective-cognitive frameworks, particularly
in under-researched contexts like CSL.

B MATERIALS AND METHODS

This study was conducted in accordance with ethical guide-
lines for educational research. The study was conducted in
accordance with ethical standards of the American Sociologi-
cal Association’s Code of Ethics (2018). All participants were
informed of the purpose and procedure of the study, and their
written informed consent was obtained prior to data collec-
tion. All data were collected anonymously and used solely for
academic research purposes. Research questions. This study
attempted to investigate Chinese learners’ L2 grit, academic
emotions (academic enjoyment and academic anxiety), and
academic performance, as well as to explore the relationships
among these variables. Specifically, it examined the levels of
Chinese learners’ L2 grit, academic enjoyment, and academic
anxiety. It also analysed the relationships among L2 grit, ac-
ademic emotions (enjoyment and anxiety), and Chinese ac-
ademic performance, measured through self-assessment and
HSK level. In addition, the study explored whether academic
emotions (enjoyment and anxiety) play a mediating role in
the relationship between L2 grit and Chinese academic per-
formance. Participants. This study adopted convenience sam-
pling. From December 2022 to November 2023, internation-
al students from 3 universities in Wuhan and Beijing were
sampled. After removing invalid questionnaires, a total of
256 valid questionnaires were finally collected. The follow-
ing Table 1 shows the basic information of the participants.

Table 1. Basic information of the participants

Variables Categories Number Proportion (%)
Gender Male 171 66.80
Female 85 33.20
Under 20 years old 66 25.7
Age 20-25 years old 113 44.2
26-30 years old 65 25.5
Over 30 years old 12 4.8
Undergraduate 129 50.4
Grade Postgraduate 105 41
Others 22 8.6
Bangladesh 78 30.5
Pakistan 63 24.6
Morocco 55 21.5
Nepal 15 5.9
Nationality Laos 9 3.5
Sri Lanka 4 1.6
Uzbekistan 3 1.2
Russia 3 1.2
Others 26 10

Source: developed by the authors

Table 1 presents the basic information of the subjects,
covering four main variables: gender, age, grade, and na-
tionality. In terms of gender distribution, male subjects
accounted for the majority, with 171 people, accounting
for 66.80%, while female subjects were 85, accounting for
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33.20%. From the age distribution, the subjects were main-
ly concentrated in the 20-25 age group, with 113 people in
this age group, accounting for 44.2%, indicating that most of
the subjects were young people. The age groups of under 20
years old and 26-30 years old followed closely, accounting
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for 25.7% and 25.5% respectively, while the number of
subjects over 30 years old was the least, with only 12 peo-
ple, accounting for 4.8%. In terms of grade, undergradu-
ates and postgraduates were the main components of the
subjects, accounting for 50.4% and 41% respectively, to-
gether accounting for the vast majority, showing that the
subject group was mainly composed of higher education
students. In addition, 8.6% of the subjects belonged to the
“other” grade, which may include some Chinese language
students or those who have graduated but are still partici-
pating in learning. In terms of nationality distribution, the
nationalities of the subjects were diverse. Among them, the
number of Bangladeshi subjects was the largest, with 78
people, accounting for 30.5%, followed by Pakistani and
Moroccan subjects, accounting for 24.6% and 21.5% re-
spectively. The numbers of subjects from Nepal, Laos, Sri
Lanka, Uzbekistan, and Russia were relatively small, each
accounting for no more than 5%. The other nationalities in-
cluded Indonesia, South Korea, South Africa, Spain, Congo,
etc., with a total of 26 people, accounting for 10%.

This study adopted a quantitative method and used a
combined questionnaire. The questionnaires were distrib-
uted and collected through Wenjuanxing. All question-
naires consisted of two parts. The first part was the basic
information of Chinese learners, and the second part was
the second language grit, foreign language enjoyment,
and anxiety scales. The scales used a 5-point Likert scale
scoring method, ranging from “completely disagree” (1
point) to “completely agree” (5 points). The translation of
the second language grit, academic enjoyment, and anxie-
ty scales was completed by the author and two bilinguals
majoring in applied linguistics. Disagreements were re-
solved through discussion. Then, a pre-study was carried
out in the subject schools. Twenty Chinese learners who
did not participate in the formal questionnaire survey pro-
vided feedback on the questionnaire, and the authors made

reasonable adjustments based on the feedback. Before
distributing the questionnaire, the author communicated
with the teachers of each class in advance, explained the
research situation and purpose of the survey. After obtain-
ing the consent of the teachers, the questionnaire was dis-
tributed in the classroom during the students’ break time.
The authors introduced and informed the learners of the
purpose and answering method of the questionnaire, and
introduced the purpose, significance, process, and estimat-
ed duration of the research. At the same time, participation
in the survey was voluntary, and the subjects could freely
choose to withdraw during the research process without
being punished. The authors declared to the subjects that
the relevant content and information provided by them
would be kept strictly confidential. The data was collected
by distributing the questionnaire both online and offline.
After the students completed the questionnaire, it was
collected on the spot, and some material rewards such as
chocolates, biscuits, pens, and red envelopes were given
to the Chinese learners who completed the questionnaire.

H RESULTS AND DISCUSSION

Overall situation of Chinese learners’ second language
grit, academic enjoyment, and academic anxiety

To address the research questions concerning the rela-
tionships between L2 grit, academic emotions (enjoy-
ment and anxiety), and Chinese language achievement,
preliminary analyses were conducted to examine the dis-
tribution and characteristics of the key variables. Using
SPSS 26.0, descriptive statistics (including mean scores,
standard deviations, skewness, and kurtosis) and normal-
ity tests were performed to assess each construct’s central
tendency, variability, and normality. These results, pre-
sented in Table 2, provide a foundational overview of the
sample’s L2 learning profiles before proceeding to further
inferential analyses.

Table 2. Second language perseverance, foreign language pleasure, anxiety and Chinese proficiency of Chinese learners

Variables Range Mean Minimum | Maximum |Standard deviation | Skewness | Kurtosis
L2 grit 1-5 3.323 1 5 0.628 -0.227 -1.233
Academic enjoyment 1-5 3.919 1 5 0.659 -1.161 2.857
Academic anxiety 1-5 3.264 1 5 0.834 -0.337 -0.401
HSK score 1-6 4.31 1 6 1.318 0.247 -0.876
Chinese self-assessment score 1-10 5.73 1 10 2.59 -0.241 -0.958

Source: developed by the authors

Table 2 shows the basic information of the subjects
on several different variables, including second language
grit, academic enjoyment, academic anxiety, HSK score,
and Chinese self-assessment score. These variables were
scored by scales or tests, ranging from 1 to 5 (for second
language grit, academic enjoyment, and academic anxi-
ety) or 1 to 6 (for HSK score) and 1 to 10 (for Chinese
self-assessment score). The mean value of second lan-
guage grit was 3.323, indicating that the participants’ in-
terest in Chinese learning was at a moderately low level.
The standard deviation was 0.628, which was relatively
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small. It showed that the data points were relatively con-
centrated, the data distribution of the variable second
language grit was roughly symmetrical, the data had a
certain degree of discreteness, and the degree of data dis-
persion was moderate. Moreover, the overall distribution
was relatively uniform (the skewness value was close to
0, and the kurtosis was close to 1), slightly skewed to the
left, and the distribution was slightly peaked. These statis-
tics were of great significance for understanding the distri-
bution characteristics of the variable second language grit
and for further data analysis or modelling.




The relationship between Chinese language learners’ L2 grit..

The mean value of academic enjoyment was 3.919,
which was the highest among these three attitude varia-
bles, indicating that the participants generally felt enjoy-
ment in the process of Chinese learning. The standard
deviation was 0.659, which was relatively low, showing
that the scores of the subjects on this variable were rela-
tively concentrated. The mean value of academic anxiety
was 3.264, at a moderate level, indicating that the subjects
had a certain degree of anxiety in the learning process. The
standard deviation was 0.834, which was relatively high,
indicating that the data had a certain degree of discrete-
ness. The skewness and kurtosis values were both close
to 0, indicating that the data distribution was close to a
normal distribution. The mean value of the HSK score was
4.31, close to the full score of 6. The HSK level ranged
from 1 to 6, indicating that the Chinese proficiency of the
participants was generally high. The standard deviation
was 1.318, which was relatively high, indicating that there
was a large difference in the scores among the subjects.
The skewness and kurtosis values were both close to 0.
The mean value of the Chinese self-assessment score was
5.73, at a moderately high level (out of 10). The standard
deviation was 2.59, which was the highest among these
variables, indicating that there was a large difference in the
self-assessment of the subjects. The skewness and kurtosis
values were both close to 0.

This result was compared with previous studies, re-
vealing a novel and interesting dynamic change. Compared
with S. Liu (2022) study on the foreign language learning
grit and academic emotions of Chinese high school stu-
dents, the score of positive emotions (i.e., academic enjoy-
ment) in this study was significantly higher, indicating that
the participants in this study experienced more pleasure
and enjoyment in the process of learning Chinese. At the
same time, the score of negative emotions (i.e., academic
anxiety) was also relatively high, which may reflect the
common challenges and pressure in the process of learning
Chinese as a second language. However, in terms of the
level of second language grit, the result of this study was
relatively consistent with that of S. Liu (2022) study, both
emphasising the quality of learners to persevere and con-
tinue to work hard in the face of learning difficulties.

In addition, it can be found that there was a similar
trend in the evaluation of academic enjoyment and aca-
demic anxiety, that is, learners experienced academic en-
joyment while also accompanied by a certain degree of
academic anxiety. This similarity may reveal the common
emotional experience of learners in the face of foreign lan-
guage learning under different research backgrounds, and
also emphasise the complexity and multi-dimensionality of
academic emotions in the second language learning pro-
cess. In summary, this study not only verified some of the
findings of previous studies but also further enriched the
understanding of the characteristics of grit and academic
emotions in the process of Chinese high school students’
Chinese learning. Second Language Grit Scale. The ques-
tionnaire used in this study was the Grit Scale developed
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by A. Duckworth et al. (2007) (12 items), which contains
two dimensions: consistent interest and persistent effort.
After preliminary testing and revision, the English version
of the Chinese learner grit scale was finally formed. In this
study, the English version of the grit questionnaire was re-
vised twice. First, the translated questionnaire was adapted
according to the background of international Chinese edu-
cation, and basic information such as the learner’s gender,
age, grade, and HSK (Hanyu Shuiping Kaoshi) level was
added according to the research needs. After a small sample
pilot test, it was revised again according to the feedback.
According to J. Hair et al. (2010), researchers used SEM
(Structural Equation Modelling) to check the overall fit of
the model and test the relative strength of each causal path.
As can be seen from Table 3, the X2/df value was 2.684, less
than 3, and the p-value was less than 0.05, indicating that
the fit was acceptable. The RMR (Root Mean Square Resid-
ual) was 0.078, less than 0.08, indicating that the fit was
relatively ideal. The AGFI (Adjusted Goodness of Fit Index)
was 0.922, the NFI (Normed Fit Index) was 0.935, the GFI
(Goodness of Fit Index) = 0.964, the IFI (Incremental Fit
Index) = 0.958, the TLI (Tucker-Lewis Index) = 0.931, and
the CFI (Comparative Fit Index) = 0.957, all greater than
0.9, indicating that the structural model was fitted. The
RMSEA (Root Mean Square Error of Approximation) value
was 0.081, close to 0.08, indicating that the fit was good.
Overall, the model fit of the participants’ second language
grit scale was relatively ideal. The convergent validity of
each dimension of the participants’ second language grit
scale was analysed using AMOS 26.0 software. The factor
loadings of the construct items ranged from 0.534 to 0.833,
the AVE (Average Variance Extracted) of each construct
exceeded the critical point of 0.4, and the composite reli-
ability of each construct was greater than 0.70. Therefore,
the convergent validity of the second language grit scale
in this study was established. The discriminant validity
was analysed using AMOS (Analysis of Moment Structures)
26.0 software to evaluate the significance of each dimen-
sion of the participants’ second language grit scale. AVE of
all constructs (0.475, 0.582) was less than the square root
of AVE (0.689, 0.852); therefore, the discriminant validity
was established.

Academic enjoyment scale. The academic enjoy-
ment scale was adapted from J.-M. Dewaele & P. Macln-
tyre (2014), with a total of 13 items. These items corre-
sponded to three dimensions: academic enjoyment from
the individual (the learner themselves), the teacher, and
the classroom environment. As can be seen from Table 3,
the X2/df value was 3.237, less than 5, and the p-value was
less than 0.05, indicating that the fit was acceptable. The
RMR was 0.077, less than 0.08, indicating that the fit was
relatively ideal. The AGFI was 0.898, the NFI was 0.898,
both greater than 0.85. The GFI = 0.946, the IFI = 0.927,
the CFI = 0.926, all greater than 0.9, indicating that the
structural model was fitted. The RMSEA value was 0.094,
close to 0.08, indicating that the fit was good. Overall, the
model fit of the participants’ academic enjoyment scale
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was relatively ideal. Next, the convergent validity of each
dimension of the participants’ academic enjoyment scale
was analysed using AMOS 26.0 software. As can be seen
from Table 3.8, the factor loadings of the construct items
ranged from 0.535 to 0.903, the AVE of each construct ex-
ceeded the critical point of 0.4, and the composite relia-
bility of each construct was greater than 0.70. Therefore,
the convergent validity of the academic enjoyment scale in
this study was established. The discriminant validity was
analysed using AMOS 26.0 software to evaluate the sig-
nificance of each dimension of the participants’ academic
enjoyment scale. AVE of all constructs (0.55, 0.644, 0.515)
was less than the square root of AVE (0.742, 0.802, 0.718);
therefore, the discriminant validity was established.
Academic anxiety scale. The academic anxiety scale
used in this study was adapted from the Foreign Language
Classroom Anxiety Scale designed by E. Horwitz (1986).
It contains three dimensions: communication anxiety, test
anxiety, and negative evaluation anxiety, with a total of
15 items. According to J. Hair et al. (2010), researchers
used SEM to check the overall fit of the model and test
the relative strength of each causal path. As can be seen
from Table 3, the X2/df value was 3.709, less than 5, and
the p-value was less than 0.05, indicating that the fit was
acceptable. The RMR was 0.068, less than 0.08, indicating
that the fit was relatively ideal. The AGFI was 0.859, the
NFI was 0.894, both greater than 0.85. The GFI = 0.913,
the IFI = 0.921, the CFI = 0.920, all greater than 0.9, in-
dicating that the structural model was fitted. The RMSEA
value was 0.103, close to 0.08, indicating that the fit was
acceptable. Overall, the model fit of the participants’ ac-
ademic anxiety scale was relatively ideal. Next, the con-
vergent validity of each dimension of the participants’
academic anxiety scale was analysed using AMOS 26.0

software. As can be seen from Table 3, the factor load-
ings of the construct items ranged from 0.549 to 0.808,
the AVE of each construct exceeded the critical point of
0.4, and the composite reliability of each construct was
greater than 0.70. Therefore, the convergent validity of
the academic anxiety scale in this study was established.
Next, the discriminant validity was analysed using AMOS
26.0 software to evaluate the significance of each dimen-
sion of the participants’ academic anxiety scale. As shown
in Table 3, the average variance extracted (AVE) of all
constructs (0.49, 0.52) was less than the square root of
the average variance extracted (AVE) (0.7, 0.721); there-
fore, the discriminant validity was established. Academ-
ic achievement. Referring to relevant studies by H. Lin &
C. Wang (2025), the English performance in this study
included self-assessment performance and HSK results.
Although the self-assessment performance was subjec-
tive, its essence was the comprehensive evaluation of
the participants’ Chinese proficiency based on previous
test scores, so it had strong stability. The combination of
self-assessment performance and test scores could greatly
improve the reliability of the measurement results. The
self-assessment scale contained 1 item, asking the subject
to rate their Chinese proficiency on a scale of 1-10. The
test score was measured by the level of the HSK test that
the student had taken.

Correlation between Chinese learners’

second language grit, academic emotions,

and Chinese academic performance

Based on the results of the normal distribution test in
Table 2, this study used SPSS 26.0 to conduct a series of
Pearson correlation analyses. The results are shown in the
following Table 3.

Table 3. Pearson correlation analysis between variables

Variables L2 grit | Academic enjoyment | Academic anxiety | HSK level | Chinese self-assessment level
L2 grit 1
Academic enjoyment 0.268** 1
Academic anxiety 0.434** 0.104 1
HSK level -0.206** -0.045 -0.287%* 1
Chinese self-assessment level | -0.117 0.035 -0.252%* 0.497** 1

Note: ** — correlation is significant at the 0.01 level (2-tailed);

Source: developed by the authors

The results of the correlation analysis showed that,
as can be seen from the data in Table 3, second language
grit was significantly positively correlated with academic
enjoyment (r = 0.268, p < 0.01) and academic anxiety
(r = 0.434, p < 0.01), and the positive correlation with ac-
ademic anxiety was stronger. This indicated that students
with a higher level of second language grit were more likely
to obtain a positive enjoyment experience in the process of
Chinese learning, and their anxiety level was also higher. It
showed that students who were more involved in learning
might be more likely to feel the anxiety brought by learn-
ing. There was a positive correlation between academic
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* — correlation is significant at the 0.05 level (2-tailed)

enjoyment and academic anxiety (r = 0.104, p > 0.05) and
Chinese self-assessment level (r = 0.035, p > 0.05), but it
was not significant. This indicated that the sense of enjoy-
ment in the learning process might have an influence on
academic anxiety and Chinese self-assessment level, but it
was not obvious. However, there was an insignificant neg-
ative correlation between academic enjoyment and HSK
level (r = -0.045, p > 0.05), indicating that the sense of
academic enjoyment did not necessarily negatively predict
the HSK level of Chinese second language learners.
Academic anxiety was significantly negatively corre-
lated with HSK level (r = -0.287, p < 0.01) and Chinese
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self-assessment level (r = -0.252, p < 0.01). This indicated
that learners with a higher level of academic anxiety gen-
erally had lower HSK levels and Chinese self-assessment
levels. In other words, as academic anxiety increased, the
HSK test scores of learners and their self-evaluation of Chi-
nese ability both showed a downward trend. This finding
revealed that academic anxiety might have an adverse im-
pact on Chinese learning effectiveness and self-cognition.
Therefore, paying attention to and reducing learners’ anx-
iety in the teaching and learning process might be an im-
portant aspect of improving Chinese learning effectiveness.
At the same time, there was the strongest positive correla-
tion between HSK level and Chinese self-assessment level
(r = 0.497, p < 0.01), indicating that the Chinese proficien-
cy level self-assessed by students was consistent with their
actual performance in the HSK test. It once again proved
the accuracy and reliability of self-assessment, and might
indicate that students would consider their investment and
feelings in the learning process when self-assessing, but
they mainly judged their Chinese proficiency based on ac-
tual test or examination scores.

In summary, Table 3 revealed the complex relation-
ships among different variables in the process of Chinese
learning, including the interaction among second lan-
guage grit, learning emotions (such as enjoyment and
anxiety), and academic performance (such as HSK level
and Chinese self-assessment level). These findings had im-
portant implications for understanding the Chinese learn-
ing motivation, process, and achievements of Chinese

second language learners. The research results showed
that there was a significant positive correlation between
the grit level of Chinese second language learners and
their academic performance. This result was consistent
with previous studies by A. Duckworth et al. (2007),
further proving that second language grit, as a positive
psychological trait, played an important promoting role
in second language learning. Gritty learners were more
likely to adhere to long-term learning goals and overcome
difficulties in learning, thus achieving better academic
performance. This finding had important implications for
international Chinese education practice, that is, cultivat-
ing learners’ grit quality was an effective way to improve
Chinese learning effectiveness.

Mediating role of Chinese learners’ academic enjoyment
and anxiety between second language grit

and Chinese academic performance

To test the hypothesis of the parallel mediating model of
academic emotions between second language grit and ac-
ademic performance of Chinese second language learners,
this study followed the series of regression steps, used SPSS
26.0 PROCESS Macro v4.2 to test the parallel mediating
model, and used PROCESS v4.2 (Model 4) to compare the
effect sizes of different mediating paths. The mediating
effects of each path were calculated using PROCESS v4.2
(Model 4). The test results of the mediating effect of learn-
ing emotions between second language grit and HSK level
are shown in Table 4.

Table 4. Test results of the mediation effect of learning emotion on L2 grit and HSK level

Effect relationship Effect value Bootstrap (SE) LLCI ULCI Effect proportion
Direct effect (X—Y) -0.214 0.288 -0.499 0.071 49.5%
Indirect effect (X—=EZ—Y) 0.005 0.081 -0.361 -0.101
Indirect effect (X—AZ—Y) -0.222 0.141 -0.378 -0.071
Sum of indirect effects -0.218 0.162 -0.059 0.0834 50.5%

Note: X — second language grit; Y — HSK level; EZ — academic enjoyment emotion; AZ — academic anxiety emotion

Source: developed by the authors

As can be seen from Table 4, direct effect (X—Y): effect
value: -0.214. This indicated that the independent variable
X had a direct negative impact on the outcome variable Y.
Specifically, when X increased by one unit, Y decreased by
an average of 0.214 units. Regarding the significance test:
as the lower confidence interval (LLCI) was -0.499 and the
upper confidence interval (ULCI) was 0.071, which includ-
ed zero, this direct effect was not statistically significant
(i.e., the hypothesis that X had no direct impact on Y could
not be rejected). Indirect effect (X—EZ—Y): effect value:
0.005. This indicated that X had a very weak and posi-
tive indirect effect on Y through the mediating variable EZ.
However, since the effect value was close to 0, its practical
significance might not be great.

Significance test: similarly, through the confidence in-
terval (-0.361 to -0.101, note that there seemed to be an
error here. Usually, LLCI should be less than ULCI, but the
range given here seemed to be reversed, which might be
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a printing error or input error. If this error was ignored
and it was assumed that LLCI should be negative and less
than ULCI, this indirect effect might not be statistical-
ly significant). Indirect effect (X—AZ—Y): effect value:
-0.222. This indicated that X had a negative indirect effect
on Y through the mediating variable AZ, and the effect
value was relatively large. When X increased by one unit,
through the action of AZ, Y decreased by an average of
0.222 units. Significance test: LLCI was -0.378 and ULCI
was -0.071, both less than 0, so this indirect effect was
statistically significant.

Sum of indirect effects: effect value: -0.218. The sum
of the indirect effects was the total indirect influence of
X on Y through the two mediating variables EZ and AZ,
and its value was — 0.218, indicating that overall, X had a
negative influence on Y through these two mediating varia-
bles. Significance test: since LLCI was -0.059 and ULCI was
0.0834 (there might be another error here, because usually
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LLCI would be less than 0 and ULCI would be greater than
0, but 0 was included in this range, which might indicate
marginal significance or a calculation error. If this poten-
tial issue was ignored, and based on the magnitude of the
effect value, this sum effect might be considered statistical-
ly significant, although further verification was required.
Effect proportion: 50.5%, indicating that the indirect effect
accounted for 50.5% of the total effect.

In summary, the direct effect was not statistically
significant, but the indirect effect (especially the path
through AZ) was significant. In the total effect, the indi-
rect effect accounted for the majority (50.5%), indicating

that the mediating variables played an important role
in the relationship between X and Y. It should be not-
ed that there might be some errors or inconsistencies in
the description of LLCI and ULCI, which might affect the
accurate judgment of significance. In practical applica-
tions, these values should be carefully checked and the
complete statistical analysis output should be referred to
for judgment. The mediating effects of each path were
calculated using PROCESS v4.2 (Model 4). The test re-
sults of the mediating effect of learning emotions between
second language grit and Chinese self-assessment score
are shown in Table 5.

Table 5. The mediation effect of learning emotion on L2 persistence and HSK performance

Effect relationship Effect value Bootstrap (SE) LLCI ULCI Effect proportion
Direct effect (X—Y) -0.116 0.288 -0.682 0.451 24%
Indirect effect (X—=EZ—Y) 0.075 0.081 -0.0523 0.263
Indirect effect (X—=AZ—Y) -0.443 0.141 -0.735 -0.195
Sum of indirect effects -0.367 0.162 -0.695 -0.057 76%

Note: X — second language grit; Y — Chinese self-assessment level; EZ — academic enjoyment emotion; AZ — academic anxiety emotion

Source: developed by the authors

According to the analysis results in the Table 5, it
can be seen that by testing the mediating role of learn-
ing emotions (academic enjoyment EZ and academic anx-
iety AZ) in the model using the Bootstrap technique, the
sum of the indirect effect values was -0.367, and the 95%
confidence interval was (-0.695, -0.057), which did not
include 0. Therefore, the indirect effect was established,
indicating that learning emotions played a significant me-
diating role in the model, while the confidence interval of
the direct effect test included 0, indicating that the direct
effect was not established. According to the calculation
results of the effect proportion, the effect proportion of
learning emotions was 76%. Among them, for the indirect
effect, X—=EZ—Y: the effect value was 0.075, indicating
that the indirect effect through EZ was positive, but rela-
tively small and might not be significant (because the con-
fidence interval included 0). X—AZ—Y: the effect value
was -0.443, indicating that the indirect effect through aca-
demic anxiety emotion was negative and large, and made
a significant contribution to the total indirect effect. In
summary, the overall impact of second language grit on
Chinese self-assessment level was negative, but this impact
was mainly achieved through the indirect path of academ-
ic anxiety emotion, while the direct effect and the indi-
rect effect of academic enjoyment emotion were relatively
small and not significant. This revealed that when improv-
ing Chinese self-assessment level, it might be necessary to
pay special attention to reducing the impact of academic
anxiety emotion. At the same time, since the direct effect
and the indirect effect of academic enjoyment emotion
were not significant, further research might be needed to
explore other possible paths or influencing factors.

Academic enjoyment played an insignificant mediating
role between second language grit and academic perfor-
mance. Specifically, gritty learners often could experience
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more enjoyment in the learning process, and this enjoyment
further promoted their academic performance. In contrast
to the findings of Y. Wang (2023), who reported a strong
mediating role of foreign language enjoyment between L2
grit and willingness to communicate, the present study
found that the indirect effect through academic enjoyment
was positive but small and statistically non-significant.
This discrepancy may stem from the different outcome var-
iables examined (self-assessed Chinese proficiency vs. com-
municative willingness) and suggests that the mediating
power of enjoyment might be more potent for behavioural
intentions like communication than for self-perceived com-
petence. Similar to the results of X. Wei et al. (2024), which
identified anxiety as a key mediator between L2 grit and
English achievement, this study confirmed that academic
anxiety served as a significant and substantial negative
mediator. The strong negative indirect path (X—AZ—Y)
indicates that higher L2 grit was associated with lower
anxiety, which in turn was linked to higher self-assessed
Chinese proficiency. This aligns with the control-value the-
ory, where traits like grit can enhance learners’ perceived
control, thereby reducing negative achievement emotions
like anxiety (Wei et al., 2021). However, the finding that
the direct effect of L2 grit on proficiency was not estab-
lished differs from some prior research. For instance, it was
found that L2 grit is a stable direct predictor of L2 course
grades and test scores. This contrast highlights the possibil-
ity that the influence of L2 grit is highly context-dependent
and may operate primarily through affective pathways in
certain learning environments or with specific learner pop-
ulations, such as the CSL learners in this study.

Overall, these results underscore the complex, emo-
tion-laden pathway through which L2 grit influences learn-
ing outcomes. They emphasise that for Chinese language
learners, fostering grit may be most effective not as a
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direct driver of proficiency, but as a psychological resource
that mitigates the debilitating effects of academic anxiety,
thereby creating more conducive conditions for learning.
Unlike academic enjoyment, the mediating role of academ-
ic anxiety between second language grit and academic per-
formance was very significant. This result might indicate
that in the process of Chinese learning, anxiety was com-
mon and directly affected academic performance by affect-
ing second language grit. Consistent with previous studies,
moderate anxiety might stimulate learners’ learning moti-
vation, but excessive anxiety would have a negative impact
on learning (Horwitz, 1986). Therefore, teachers should
pay attention to observing students’ learning emotions and
provide timely guidance and help to reduce students’ anxi-
ety and improve their learning experience.

Despite certain achievements in exploring the relation-
ships among L2 grit, academic emotions, and academic
achievement of Chinese language learners, this study is not
without limitations. Regarding sample selection, a conven-
ience sampling method was employed, with internation-
al students from three universities in Wuhan and Beijing
recruited as participants. While convenient, this approach
inherently restricts the sample’s representativeness. Given
the diverse cultural landscapes and educational resource
disparities across regions, learners’ experiences and psy-
chological dispositions can vary significantly. By confining
the sample to students from only two cities, it is infeasible
to encapsulate the full spectrum of characteristics among
Chinese language learners. This imbalance potentially
skews the research findings towards the dominant groups,
undermining the ability to comprehensively reflect the ex-
periences of learners from diverse cultural backgrounds
and thus limiting the generalisability of the research con-
clusions. Concerning research instruments, although the
scales utilised in this study have undergone revision and
validity testing, they are not without flaws. Self-assessment
scores, one of the metrics for gauging Chinese academic
performance, are subject to inherent subjectivity. Learners’
self-evaluations can be swayed by multiple factors, includ-
ing learning attitudes and self-confidence levels. This can
result in discrepancies between self-assessment scores and
actual proficiency levels, thereby compromising the accu-
racy of the research outcomes. Additionally, the 5-point
Likert scale adopted in the scales offers a limited range of
response options. As such, it may be insufficient to pre-
cisely capture the nuanced differences in learners’ L2 grit,
academic emotions, and other constructs, potentially over-
looking crucial information.

From a research design perspective, this study is a
cross-sectional investigation, collecting data at a single
point in time. This design precludes the determination of
causal relationships among variables. Although mediating
effect analyses have shed light on the associations between
variables, they fail to elucidate the dynamic interplay of L2
grit, academic emotions, and academic achievement over
time. For instance, it remains unclear whether L2 grit in-
fluences academic emotions, which in turn affect academic
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performance, or if changes in academic performance have
a reciprocal impact on L2 grit and academic emotions.
Furthermore, the study solely focuses on two types of aca-
demic emotions, namely learning enjoyment and learning
anxiety, neglecting other potentially influential emotions
such as learning burnout and learning frustration. This nar-
row focus may lead to the oversight of other critical factors
shaping the learning process.

B CONCLUSIONS

This study embarked on an in-depth investigation into
L2 grit and emotional characteristics of Chinese language
learners, aiming to untangle the intricate web of relation-
ships they share with Chinese academic achievement.
Through a series of rigorous quantitative research meth-
ods, including the administration of well-designed ques-
tionnaires and sophisticated statistical analyses, a wealth
of valuable data was collected and analysed. The research
results have far-reaching significance. Firstly, they have
successfully verified the conceptual structures of L2 grit
and academic emotions. This verification is not only a the-
oretical contribution but also a practical foundation for
understanding the psychological mechanisms underlying
Chinese language learning. It provides a clear framework
for educators and researchers to better define and meas-
ure these crucial constructs in the context of Chinese as a
second language acquisition. Secondly, this study offers
substantial empirical support for two major emotional
theories and the grit theory in positive psychology within
the unique context of Chinese as a second language learn-
ing. By demonstrating the relationships between L2 grit,
academic emotions (such as academic enjoyment and ac-
ademic anxiety), and academic achievement, it enriches
the existing body of knowledge in positive psychology. It
shows that these theories can be effectively applied and
validated in the field of Chinese language education, thus
bridging the gap between psychological theories and lan-
guage teaching practices. Moreover, the research findings
carry important implications for international Chinese
teaching. For Chinese teachers, it underscores the criti-
cal importance and necessity of paying close attention to
the emotions of Chinese as a second language learners.
Emotions play a vital role in the learning process. Posi-
tive emotions like learning enjoyment can enhance learn-
ers’ motivation, engagement, and retention of knowledge,
while negative emotions such as learning anxiety may act
as barriers to learning. By being attuned to learners’ emo-
tional states, teachers can create a more supportive and
conducive learning environment. They can offer timely
encouragement, guidance, and appropriate teaching strat-
egies to help students manage their emotions, which in
turn promotes better learning outcomes.

Furthermore, the parallel mediating model obtained
from this study is a valuable asset for educators. It points
out specific and feasible paths for implementing emo-
tional intervention. Teachers can utilise this model to de-
sign targeted teaching activities and support systems. For




Ma et al.

example, they can focus on enhancing learner’ positive
emotions and reducing anxiety by incorporating elements
that foster a sense of achievement, autonomy, and relat-
edness in the classroom. This not only improves the effec-
tiveness of Chinese as a second language teaching but also
contributes to the well-being and mental health of both
teachers and students. A positive classroom environment
based on emotional intervention can reduce teacher burn-
out and increase job satisfaction, while students can ex-
perience greater self-confidence, motivation, and a more
positive attitude towards learning. Looking ahead, future
research has several promising directions. One area of ex-
ploration could be the dynamic development and balance
among the internal elements of the model obtained in this
study. The relationships between L2 grit, academic emo-
tions, and academic achievement are not static. They may
change over time, influenced by factors such as the dura-
tion of language learning, changes in the learning environ-
ment, and individual development. Future research could
adopt longitudinal research designs to track these changes,
uncovering how these elements interact and adapt in dif-
ferent stages of Chinese language learning. This would pro-
vide a more comprehensive understanding of the learning
process and help educators develop more effective teach-
ing strategies at different learning stages.

In addition, future studies could explore the mediat-
ing role of other types of emotions or related psychological
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AHHoOTauMA. By U3MII06HYH MaKcaThl SKUHYY TUJIAW YHPOHYYAery TypPyKTyyJyK (L2 grit), akaqeMUsIbIK SMOIUAIap
(plpaxaTTaHyy >aHa TBIHUCBHI3AAHYy) MeEHEH KhITall TWid OOI0OHYA aKaJeMUsUIBIK JKETUIIKEHAWKTUH OPTOCYHIarbl
OaliJIaHBIIITHI, OIIOHAOU 3J1e aKaeMUAJIBIK SMOIMAIAPABIH OyJ1 OaiijlaHbIITarkl OPTOMYY POJIYH aHBIKTOO 60JIrOH. CaHbIK
BIKMaJIap/IbIH JXapiaMbl MEHEH KaTHIIIyyuyJapAbslH L2 TypyKTyyJIyK AeHI3311 opTodyo TeMeH (opt. = 3,323; 5 ynaiigan)
’)KaHa aKaJIeMUsUIBIK THIHUCHI3[JaHyy Aa OpTouo AeHraasiae (opT. = 3,264) sKeHU aHBIKTAJICa, aKaJeMUSLIBIK bIpaXaTTaHyy
opToy4o xoropy (opt. = 3,919) sxenu kepcetynay. CaHabik usnigeee L2 grit, akajeMUAIBIK 3MOLUsAIAp KaHa KbITal
iU 6010HYa XeTUKeHAUKTUH (HSK eHr?»/1 xaHa e3yH-e3y 0aajioo) OpTOoCyHaarsl GaiJIaHBIII, OIIOHOHN 3Jie YIIyJI
9KU GaKTOPAYH OPTOMYY POJIy TaJgaHAsl. L2 grit akageMHusAIbIK bipaxaTTanyy (r = 0,268; p < 0,01) xxaHa akaJeMHUsIIBIK
ThIHUCHI3aHyy (r = 0,434; p < 0,01) MeHeH OJIyTTYy OH KOPpPeJALUS KOpPCOTTY. AKaJeMHsUIBIK bIpaxaTTaHyy MeHeH
THIHUCHI3[JAaHYYHYH OPTOCYH/Ia Jla OH OailytaHbi OGalikayiransl MeHeH (r = 0,104), ajl CTaTUCTUKAJIBIK )KaKTaH MaaHUJIYy
6ouroH k0K (p > 0,05). Benrumneil ketuy Hepce, L2 grit KbiTai Tvuii 60I0HYA aKaJeMUIIBIK )KeTUIIKEHUK MeHeH (e3reue
HSK neHraasiu MmeHeH: r = -0,206; p < 0,01) onyTTyy Tepc KoppeJAnusara 33 G0JIFOH, ajl MU TWIAW ©3YH-63y 06aaioo
MeHeH 6alJIaHbII MaaHuyy sMec 60sroH (r = -0,117; p > 0,05). AKageMUsJIBIK TEIHUCBI3AaHYY KU KOPCOTKYY MEHEH TeH
OJIYTTYy Tepc KoppeJAnus kepceTkeH (HSK meHrasiu meHeH: r = -0,287; p < 0,01; e3yH-e3y 6aanoo meHeH: r = -0,252;
p < 0,01), ay sMu akaJeMUsUIBIK bIpaXaTTaHyy MeHeH JXeTUIIKeHIUKTUH OPTOCYHAArsl OaijaHbIIl MaaHWJIYy 3Mec
6osroH. L2 grit MeHeH HSK neHrss/JiMHUH OpTOCYHAArsl OaiijlaHbINTA aKaJAeMUAIBIK SMOLUAIAP, 63reUe aKadeMUAJIbIK
THIHUYCHI3[JAHYY, OJIYTTYY KbIBIP OPTOMYY POJIAY aTKaprausl gaauiafgeHau (3ddexrt maanucu = -0,222; 95 % U [-0,378;
-0,071]), an aMu TY3 Taacup MaaHWIYY dMec 60jroH (3ddekt maanucu = -0,214; 95 % AU HeaAy kaMmThiraH). Omios aJie
y4ypAa, KeIAbIp 3@ deKkTTrH Xasms! yaymy 50,5 % Ty3ay. Byt KeIABIHTHIK SKUHYH TUIAU 6306IITYPYYAOTY aKaJeMUSTbIK
SMOLMAJIAPABIH TaTaaJsl POJIYH aublll OepUIl, KbITall TUJIMH OKYTyy/a )KaHbl K63 KapallThl CyHYIITANUT XKaHa CTyJeHTTepAuH
SMOIMOHAJIABIK (GaKTOpJIOpYHa KeHYJ 6ypyy MeHeH TypPYKTYYJIyKTY OeHYKTYPYYHYH MaaHWJIYYJIYyT'YH Oaca GesiriuieiT

Herusru cespep: skuHYM TUJIU YHPOHYY; aHKETa CYypPaMIKBIJIOOCY; OPTOMYY MOJEJIb; KETUIIKEHINK 3MOIUAJIAPEI;
©3YH-63Y X6OHI'e CaJlyy; MOTUBALUAJIBIK TYPYKTYYJIYK
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AHHoOTauumS. Lles1b10 JAHHOTO HUCCJIeJOBAHUA SBJIAIOCH BBISIBJIEHHE B3AMMOCBS3U MEXY YIIOPCTBOM B N3yUY€HUU BTOPOT'O
sa3pIka (L2 grit), akageMru4ecKUMU 3MONUAMU (YIOBOJIBCTBHEM U TPEBOXXHOCTHIO) M yCIIEBAEMOCTHIO MO KUTANCKOMY
SA3BIKY, a TaKXe OIpeJeJieHre OMOCPenyIolell PO aKaJeMUYeCKUX SMOLMN B JaHHOU B3auMOCBs3U. C TOMOIIbIO
KOJITMYECTBEHHBIX METOJIOB OBLJIO YCTAHOBJIEHO, YTO YPOBEHb YIMOPCTBA B M3yYEHUU BTOPOTO fA3BIKA YYACTHUKOB ObLI
yMepeHHO HU3KUM (cpenHee = 3,323 u3 5), akajgeMuyeckas TPEBOXHOCTh TaKXXe HAaXOJWUJIACh HA YMEPEHHOM YpPOBHE
(cpenuee = 3,264), B TO BpeMs KakK akKaJeMHYeCKOe YJOBOJIbCTBHE OBLJIO YMEpPEeHHO BBICOKHMM (cpenHee = 3,919).
B KO/JIMYEeCTBEHHOM WHCCJIe[OBAaHMU ObLIa M3ydyeHa B3aWMOCBA3b MexAy L2 grit, akageMuU4ecKMMU SMOLUAMH U
yCIeBaeMOCThI0 MO KuTalickomy s3bIKy (ypoBeHb HSK u camoolieHka), a TakXe OMOCpeAyIollas poJib 3TUX OBYX
dakTopoB. L2 grit uMes 3HAYMMYIO MOJIOKUTEJIBHYI0 KOPPEJIALUI0 KaK ¢ aKkaJeMUYecKUM yoBoJibcTBueM (r = 0,268,
p < 0,01), Tak u ¢ akageMH4ecKOi TpeBOXHOCTHIO (r = 0,434, p < 0,01). X0TA MOJIOXUTEIbHAsA KOPPEJSAIUSI MEXIY
aKaJieMUYecKruM yAOBOJIBCTBHEM U TPEBOXHOCTBIO Takxke mpucyTcrBoBasa (r = 0,104), oHa He ObLJIa CTaTHUCTUYECKU
3HayuMon (p > 0,05). BaxHo oTMeTUTbh, 4YTO L2 grit MpoAeMOHCTPUPOBAJ 3HAYMMYI0 OTPHUIATEJIbHYI0 KOPPEJIALUI0
C yCIeBaeMOCThIO 10 KUTAUCKOMY sA3bIKy (oco6eHHO ¢ ypoBHeM HSK: r = -0,206, p < 0,01), B TO BpeMs KaK CBs3b C
CaMOOILIEHKO! BJjIaJIeHUsI KUTAaWCKUM SI3BIKOM ObLTa He3Haunmon (r = -0,117, p > 0,05). AkagemMuueckass TPeBOXHOCTb
UMeJia 3HAaUYMMYI0 OTPUIATEeIbHYI0 KOPPEeJIAIUI0 ¢ 000MMHU MoKa3aTessaMu ycrneBaemocTu (¢ ypoBuem HSK: r = -0,287,
p < 0,01; c camoorenkoii: r = -0,252, p < 0,01), Torga Kax cBsA3b MeXAy aKaJJeMUYeCKHUM yA0BOJIbCTBUEM U yCIIEBAEMOCTHIO
okasaJjiach He3HauuMMoMH. [[oka3aHo, 4yTO B CBA3M MexAy L2 grit n yposHeM HSK akagemuueckue sMoIuH, 0COOEHHO
akajJieMuyeckasi TPeBOXHOCTD, UI'PAJIF 3HAUYUTEJIbHYI0 KOCBEHHYIO OIOCPeyIONyI0 posib (3HaueHue sdpdexra = -0,222;
95 % U [-0,378, -0,071]), Torga kak npsamoi 3ddeKT ObLT He3HAUUMBIM (3HaueHue 3dpdexra = -0,214; 95 % AU
prutioyast 0). TIpu 3ToOM COBOKYyITHAs 40J1s1 KOCBeHHOTo 3ddekTa coctaBuia 50,5 %. DTOT BBIBOJ PACKPHIBAET CJIOXHYIO
pOJIb aKaAeMHUYEeCKUX 3MOIMIA B YCBOEHUM BTOPOTO s3bIKA, MPENOCTABJIIET HOBYIO MEPCHEKTUBY IJis MpenogaBaHUs
KUTANCKOTO sI3bIKA U MOqUYePKUBAET BAXXHOCTh BHUMAHUS K SMOLIMOHAJIBHBIM (haKTOpaM CTYAEHTOB U Pa3BUTHUSA YIIOPCTBA

KniouyeBble cnoBa: HU3yUY€HHE BTOPOT'O A3bIKA; AHKEeTHBIN OIIpOC; onocpenywigasa MoAeJib; JOCTUXEHYECKNE SMOLUNU;
camMoperyJisanuAa; MOTUBallMOHHaA HACTOWYUBOCTh
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Abstract. In this study, 419 International Chinese Education sophomores were randomly selected as the subjects to
investigate the online English learning anxiety in 2022 with the questionnaire OLECAS. The study aimed to examine the
structure and predictors of English learning anxiety among International Chinese Education undergraduates in an online
live classroom setting. The findings showed that in the online live classroom, the English learning anxiety of International
Chinese Education students was mainly manifested in online classroom anxiety (OCA), confidence anxiety on offline tests
(CAOT), emotional anxiety on offline tests (EAOT), and anxiety on offline test results (AOTR). The study further explored
the relationship between English learning anxiety and English performance (esp. the CET4 score). The results showed that
all the anxiety factors were negatively correlated with English performance. Among them, “emotional anxiety on offline
tests” and “anxiety on offline test results” had a predictive effect on English test scores; while “online classroom anxiety”
and “confidence anxiety on offline tests” had no significant predictive effect on English test scores. The findings provide
practical implications for adjusting online teaching strategies and reducing test anxiety among college English learners

Keywords: pre-service Chinese undergraduates; synchronous online teaching; English learning anxiety; teaching

strategies; online education

H INTRODUCTION

International Chinese Education undergraduates will be
engaged in intercultural communication and overseas Chi-
nese teaching in the future, making proficient English a
necessary professional skill for their career development.
However, the shift from traditional face-to-face instruc-
tion to online live teaching, accelerated by the COVID-19
pandemic since early 2020, has introduced new challeng-
es for College English education in China. While online
live classrooms offer advantages such as flexibility, time
efficiency, and the ability to review recorded content
(Wang & Jiang, 2022), they also present novel stressors
that may heighten foreign language anxiety among learn-
ers (Zhang, 2021; Garcia-Castro & O’Reilly, 2022). For
pre-service Chinese language educators, who are expect-
ed to develop both strong English proficiency and peda-
gogical competence, understanding their English learning

anxiety in this emerging learning environment is of par-
ticular practical significance.

Recent studies have begun to examine foreign lan-
guage anxiety in technology-mediated language learning
contexts. Y. Huang & W. He (2023) found that online
learning anxiety significantly predicts English proficiency
among Chinese university students, with self-efficacy me-
diating this relationship. M. Bashori et al. (2022) demon-
strated that instructor presence and immediacy behaviors
play a crucial role in reducing foreign language anxiety
in synchronous online classrooms, though the effect varies
by learner proficiency levels. Q. Wang & Y. Jiang (2022)
investigated the relationship between online learning en-
gagement and foreign language anxiety among non-Eng-
lish majors in China, revealing that students with higher
anxiety levels tended to participate less actively in live
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classroom interactions. J.-M. Dewaele et al. (2023) re-
cently compared enjoyment and anxiety in online versus
offline foreign language classrooms, suggesting that the
online environment amplifies certain affective responses
while reducing others. X. Zhang (2021) examined Chi-
nese university students online English learning anxiety
and identified impromptu speaking tasks and technical
concerns as primary sources of M. Cancino & G. Cabel-
lo (2024) similarly found that performance pressure during
real-time oral activities, concerns about technical disrup-
tions, and heightened self-awareness when viewing one’s
own image on screen are key contributors to anxiety in
live-streamed language classes. Despite these advances, re-
search specifically targeting pre-service Chinese language
educators — a population whose dual identity as language
learners and future teachers may shape their perceptions of
English learning and anxiety in ways distinct from general
university students — remains limited. Moreover, few stud-
ies have systematically examined the structure of English
learning anxiety among International Chinese Education
undergraduates in online live classrooms, nor have they
explored how specific anxiety components relate to stand-
ardised English test performance in this context. Given that
passing the College English Test Band 4 (CET4) remains a
degree requirement for most Chinese undergraduates, un-
derstanding the relationship between online English learn-
ing anxiety and test outcomes is critically important for
both pedagogical practice and student well-being.

The purpose of this study was to investigate the struc-
ture of English learning anxiety among International Chinese
Education undergraduates in an online live classroom and
to examine its relationship with their CET4 performance.

B LITERATURE REVIEW

Early research on foreign language anxiety dates back to
the mid-1960s, with scholars developing systematic frame-
works to understand its nature and impact. A foundation-
al definition by E.K. Horwitz et al. (1986) describes for-
eign language classroom anxiety as “a distinct complex of
self-perceptions, beliefs, feelings, and behaviours related
to classroom language learning” that causes considerable
distress for learners. T. Scovel (1978) further categorised
anxiety into two types: facilitating anxiety, which can mo-
tivate learners, and debilitating anxiety, which leads to
avoidance behaviors.

Most studies confirm that learning anxiety has a
negative impact on foreign language learning. For ex-
ample, E.K. Horwitz et al. (1986) and P.D. MacIntyre &
R.C. Gardner (1991) demonstrated that anxiety not only
affects students’ self-confidence but also their self-es-
teem. D.J. Young (1986) reported that anxiety affects
students’ performance in speaking and writing tasks.
R.C. Gardner (1985) identified a negative correlation be-
tween foreign language learning anxiety and students’ test
scores, oral and written expression skills, and self-con-
fidence. In recent years, A.J. Vogely (1998), and J. Pan
& L. Lou (2023) have successively carried out studies on
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foreign language reading, writing, and listening anxie-
ty. The results also show that foreign language learning
anxiety has a negative impact on learning. Many scholars
believe that there is a moderate negative correlation be-
tween foreign language learning anxiety and foreign lan-
guage proficiency (MacIntyre, 1999; Horwitz, 2001).

However, it is worth noting that although most stud-
ies recognise the important role of foreign language learn-
ing anxiety in the process of foreign language acquisition,
there is no consensus on the relationship between foreign
language learning anxiety and language performance. For
example, the results of L. Ganschow et al. (1994) over-
turned the negative causal relationship between anxie-
ty and performance, and believed that native language
disability is the real cause of foreign language learning
anxiety. There were also studies that found no relation-
ship, and even positive relationships between anxiety
and second language achievement (Kleinmann, 1977;
Chastain, 1988). In recent years, E.K. Horwitz (2001)
called the efforts to find out more specific sources of anx-
iety and the relationship between anxiety and different
second language levels as a new trend in foreign language
anxiety research in the 21* century.

In summary, the research on foreign language learning
anxiety has been developing and dynamic, and some new
discoveries and research trends have been continuously
found. However, judging from the current research con-
tent, most of the existing researches focus on foreign lan-
guage learning anxiety in traditional offline classrooms or
blended teaching. For foreign language online teaching, es-
pecially in online live classroom, foreign language learning
anxiety is rarely studied. Secondly, most of the scales used
for foreign language learning anxiety surveys was FLCAS
compiled by E.K. Horwitz et al. (1986). Although FLCAS
has been widely used in foreign language anxiety testing,
with the development of foreign language teaching, the
limitations of Horwitz’s research are becoming more and
more obvious. For example, the anxiety experience in FL-
CAS is only related to oral communication, but not to men-
tion other aspects of anxiety in the foreign language learn-
ing process. However, the anxiety experienced by foreign
language learners is not all related to spoken language, and
anxiety can also arise in other aspects of learning. There-
fore, when measuring foreign language learning anxiety in
the new learning environment, it is necessary to adjust and
modify the measurement tools accordingly.

B MATERIALS AND METHODS

Research context. The study was conducted in a compul-
sory and credit-bearing English language course at an agri-
cultural university in northwestern China. Since 2017, the
“online and offline” blended learning in language educa-
tion has been adopted. During spring semester in 2020, on-
line live classroom has been used as the main teaching and
learning mode in College English education. The English
online live class carries out in online broadcast platform
in which each English teacher can set up their own classes
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and form a unique class number. Then the student can join
the online class by the number. During the online class-
room, the teacher can choose whether appear in the screen
or not. Then, they can begin their teaching with the help
of information technology, such as transmitting the lan-
guage knowledge through PPT or electric learning materi-
als and assign the task; besides, the teachers can interact
with students through connecting the microphone with one
or more students at a time, or ask them to give response in
message area. Meanwhile, the student can also communi-
cate with teachers and other peers by typing in message
area or speaking in the microphone. After a short-term ad-
aptation, most students show that they have already used
to the online learning and can finish all the learning task
and assignment smoothly in online classroom. The teach-
ers also believe that the teaching aims can be achieved in
online classroom.

Participants. 419 International Chinese Education
sophomores were randomly selected and invited to partic-
ipate in this study on a voluntary basis at the end of the
English online live learning in 2022. They were asked to
complete the questionnaire on the online learning platform
anonymously. Before entering the university, the partici-
pants have been learning English for more than 9 years,
and all achieved the standards of the National College En-
trance Examination (NCEE). After entering the university,
the participants began to accept the “online and offline”
blended English learning and have mastered the basic skills
and experiences in learning online. By the time of complet-
ing the survey, the participants have accepted the online
live class learning for nearly 2 years, and the various on-
line learning tasks can be skilfully operated and completed
by participants. The study was conducted in accordance
with the ethical principles of the Declaration of Helsinki
(World Medical Association, 2013). All participants took
part voluntarily and anonymously. No personal identifying
information was collected.

Instruments. In this study, the International Chi-
nese Education students Online Live English Class Anx-
iety Scale (OLECAS) was used to investigate the Eng-
lish learning anxiety of the participants. This scale is
adapted from both E.K. Horwitz et al. (1986) FLCAS and

J.C. Cassady & R.E. Johnson’ (2002) cognitive test anxi-
ety scale (CATS). In FLCAS, it mainly contains 33 items
and uses Likert five-level scale, with options ranging from
“strongly agree” to “strongly disagree”, covering three
kinds of anxiety in foreign language learning: communica-
tive anxiety, test anxiety and fear of negative evaluation
associated with language anxiety respectively. For this cur-
rent study, 16 of the 33 items in the FLCAS were retained.
All negatively keyed items were re-coded for the data anal-
yses. These items were named as FLCAS1 to FLCAS16.

Considering that the assessment of International Chi-
nese Education students’ English ability in higher English
education in China is still mainly accomplished through
various English tests, passing English tests is still the main
learning goal of college English learners, so test anxiety
must be another major source of students’ anxiety in Eng-
lish learning. Therefore, based on FLCAS, this study further
refers to the cognitive test anxiety scale (CATS) compiled
by J.C. Cassady & R.E. Johnson (2002) to strengthen the
study of students’ English test anxiety. CATS is a 27-item
series, each measured on a 4-point scale, with responses
ranging from “not at all typical of me” to “very typical” of
me. It examines students’ test anxiety in terms of delayed
entry into the test, test emotional anxiety and test result
anxiety. In the current study, items from the CTAS were
trimmed following the same procedures used for FLCAS.
12 of the 27 items in the CTAS were retained in the study,
adopting the 5-point Likert scale as with the FLCAS. These
items were named as CTAS1 to CTAS12. Since English is a
foreign language for the participants, all the items in the
questionnaires were translated into Chinese. Considering
the context of the study is in the online learning environ-
ment, the “online live classroom” is set apart in the items
instead of the original one.

After modifying the previous questionnaire, following
the principles of administering questionnaires, two experts
in English language education and 10 students were invited
to examine and complete the questionnaire, providing expert
validity and comments. Further minor revisions were made
based on that. Eventually, 28 questionnaire items in OLECAS
were proposed and 5-point Likert scale was adopted. Ta-
ble 1 is a brief description of the items in the questionnaire.

Table 1. Detailed items of the online live English class anxiety scale (OLECAS)

No. NE}mes Items
of items
1 FLCAS1 When I speak in English online live classroom, I always lose confidence.
2 FLCAS2 I never worry about making mistakes in English online live classroom.
3 FLCAS3 When I am called on in my English online live classroom, I tremble with nervousness.
4 | FLCAS4 When a teacher speaks English in English online live classroom and I don’t understand it, I get scared.
5 | FLCAS5 It doesn’t bother me to have more English online live classes.
6 | FLCAS6 In the English online live classroom, I found that I always think of something unrelated to the class.
7 | FLCAS7 I always think that other students’ English level is better than mine.
8 FLCAS8 When I had to speak in English online live classroom without any preparation, I felt very scared.
9 FLCAS9 In English online live classroom, I may be so nervous that I forget what I should know.
10 | FLCAS10 When I can’t understand the teachers’ question in English online live classroom, I feel very sad.
11 | FLCAS11 Although I had prepared for the English online live class, I still felt anxious.
12 | FLCAS12 I've always wanted to skip English online live classroom.
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Table 1. Continued

No. Ne.lmes Items
of items
13 | FLCAS13 When I speak in English online live classroom, I feel confident.
14 | FLCAS14 When the teacher corrects my language mistakes in English online live classroom, I will be very afraid.
15 | FLCAS15 I always worry that I can’t keep up with the rapid progress of the English online live classroom.
16 | FLCAS16 When I speak English in English online live classroom, I am afraid that other students will laugh at me.
17 | CATS1 I couldn’t sleep because I was worried about the English final exams or CET4.
18 | CATS2 When I take an English test or CET4, I always wonder if other students can do better than me in the HKCEE.
19 | CATS3 | Itis easier for me than other International Chinese Education students to find out the directions of English test or CET4.
20 | CATS4 I’'m not as nervous as the other students about the English test or CET4.
21 | CATS5 At the beginning of English test or CET4, I was always so nervous that I could not think normally.
22 | CATS6 In the English test or CET4, I would be so nervous that I would forget the grammar and words I knew.
23 | CATS7 After every English test or CET4, I feel I could have done better.
24 | CATS8 I feel confident and relaxed when I take an English test or CET4.
25 | CATS9 I always have a bad feeling when I take the English final or CET4.
26 | CATS10 | Every time I find an unexpected question on an English test or CET4, I feel like it’s a challenge and not a panic attack.
27 | CATS11 I am not good at taking the English test or CET-4, so my test results can not reflect my true level.
28 | CATS12 I haven’t been doing well in my English exam and in CET4.

Note: OLECAS - Online Live English Class Anxiety Scale

Source: adapted by E.K. Horwitz et al. (1986) and J.C. Cassady & R.E. Johnson (2002); modified for the online live learning

context

Data collection and analysis. The study was distrib-
uted to the participants through electronic questionnaires
in online English learning platform. A total of 419 students
participated in the survey, of which 419 were valid ques-
tionnaires, with an effective rate of 100%. After the data
was collected, the personal information of students was an-
alysed first. There were 175 males and 242 females, with
an average age of 19.5 years (SD = 0.57), majoring in Chi-
nese, secretarial science, urban planning and management,
forestry, environmental engineering, and biotechnology,
etc. Meanwhile, the latest CET4 (College English Test Band
4) scores of the participants during the English online live
class were also collected. For most Chinese International
Chinese Education students, CET4 is the national standard
for their English pruriency and is related to their academic
certificate. The data showed that the average CET4 score of
the subjects was 392.4 (SD = 50.94), which was lower than
the pass score of CET4 (425). Considering that most of the
items on the scale were negatively keyed items, the anxiety
scale was assigned a value of 1 for “strongly agree” and
5 for “strongly disagree” before the data were analysed.
Therefore, the scale scores were in the range of 28-140.
The higher the score, the lower the anxiety level, while the
lower the score, the higher the anxiety level. Then, the data
analysis involved the following three phases with SPSS$23.0
and AMOS17.0. First, the descriptive analysis was conduct-
ed to give the brief understanding of the English learning
anxiety in online live classroom. Second, exploratory fac-
tor analysis was conducted to test the construct validity
of the OLECAS scale. Third, the finalised OLECAS factors
were analysed through confirmatory factor analysis. Then,
correlation and regression analysis between the factors in
OLECAS and CET4 scores was conducted where the OLE-
CAS factors were considered as predictor variables, and the
CET4 scores were processed as outcome variables.
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B RESULTS

Descriptive analysis of the OLECAS

Firstly, SPSS 23.0 was used to analyse the average score of
the whole scale and each item to get a general description
of English learning anxiety of the students in online live
classroom. The data showed that the average score of the
scale was 69.082, which indicates that the level of online
English learning anxiety of the participants is still on the
high side. From Table 1, it is found that except for No. 5
(FLCASS), No. 12 (FLCAS12), No. 14 (FLCAS14), No. 19
(CATS3), No. 20 (CATS4) and No. 26 (CATS10), the aver-
age scores for other questions are all below the average,
showing the higher level of English learning anxiety, which
reflected these questions are mainly source of Chinese In-
ternational Chinese Education students’ English online live
learning anxiety. For example: in online English class, the
students may “feel so nervous that they can forget what
they have already known”, and they are afraid when “ques-
tioned by teacher in screen” and show “lack of confidence
in the online classroom” and “cannot understand what the
teacher was saying” and so on.

In the English online live classroom, the face-to-face
communication and interaction between teachers and stu-
dents and students and students is much less than in the
traditional offline classroom, so students should have felt
relaxed and not anxious (Horwitz et al., 1986). However,
the participants in the study still show the fear about the
communication with teachers and classmates by screen
and microphone, and worry about the negative evalua-
tion from teachers and peers. Meanwhile, the participants
also believe that they are lacking of confidence and have
much anxiety about the online English learning. Besides,
during the English online live classroom, the participants
also show they have excessive stress and lack of confi-
dence in the English test, and expect the test results too
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much, especial for CET4. Therefore, it is obvious to find
that the English learning anxiety in online live classroom
mainly comes from online classroom and English test.
As shown in Table 2, item 19 recorded the highest mean

anxiety score (M = 3.36), while item 8 recorded the low-
est (M = 2.22), reflecting notable variation in students’
anxiety levels across different aspects measured by the
OLECAS scale.

Table 2. Descriptive statistics for OLECAS items

Items Mean SD Items Mean SD Items Mean SD Items Mean SD
1 2.40 1.002 8 2.22 0.957 15 2.71 0.965 22 2.72 0.937
2 2.99 1.094 9 2.71 1.051 16 2.71 1.006 23 2.59 0.897
3 2.78 1.073 10 2.53 0.922 17 2.63 1.019 24 2.99 0.882
4 2.74 0.989 11 2.74 0.973 18 2.55 1.001 25 2.48 0.872
5 3.10 1.007 12 3.04 0.976 19 3.36 0.803 26 3.08 0.855
6 2.73 0.985 13 2.81 0.919 20 3.17 0.863 27 2.90 0.842
7 2.24 0.809 14 3.04 0.965 21 2.88 0.954 28 2,51 1.019

Source: author’s own data

Exploratory factor and confirmatory factor analyses
of the OLECAS

Considering the questionnaire used in the study were
adapted and modified by two different questionnaires, the
factor structure and reliability of the questionnaire needed
to be reexamined. Then, the data were randomly divided
into two groups. The first set of data was tested by the
Cronbach coefficient for the internal reliability of the scale.
The total coefficient of Cronbach a was 0.892 > 0.8, and
the coefficient of Cronbach a of each factor measured in
the questionnaire was =0.60, which indicated that the in-
ternal consistency of the questionnaire was sufficient and

the validity is in a high degree. Secondly, the principal
component analysis was used to finalise the factors in OL-
ECAS with the maximum skew orthogonal rotation method
(Kaiser, 1958). For finalising the OLECAS, the factor load-
ing of items should preferably weigh greater than 0.5 on
the relevance factor and other factors less than 0.4 should
be deleted (Stevens, 1996). As a result, a total of 25 items
and four factors were retained in the final version of the
OLECAS and FICAS6, FLCAS7 and FLCAS12 were deleted
in this study (shown in Table 3). It can also be seen from
the (Fig. 1) that the distribution curve of the factors gradu-
ally levelled off after the fourth factor.

Scree Plot

Eigenvalue
i

2

o—0

(g P T g T i, s P ErY) s Frerl R (s S e e TR g RS
9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 27 30

Component Number

Figure 1. Scree plot for the exploratory factor analysis of the OLECAS

Source: author’s own data

Table 3. Rotated factor loadings and Cronbach’s alpha values for the OLECAS

Factors Loading
Online Classroom Anxiety (OCA), a = 0.906, Mean = 2.658, SD = 0.052
FLCAS1 0.560
FLCAS3 0.733
FLCAS4 0.702
FLCAS8 0.682
FLCAS9 0.714
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Table 3. Continued

Factors Loading
Online Classroom Anxiety (OCA), a = 0.906, Mean = 2.658, SD = 0.052
FLCAS10 0.655
FLCAS11 0.733
FLCAS14 0.688
FLCAS15 0.659
FLCAS16 0.708
Confidence Anxiety on Offline Tests (CAOT), a = 0.630, Mean = 2.790, SD = 0.093

FLCAS2 0.583
FLCAS13 0.586

CATS4 0.715

CATS8 0.713

CATS10 0.611

Emotional Anxiety on Offline Tests (EAOT), a = 0.692, Mean = 3.008, SD = 0.018)

CATS1 0.763

CATS2 0.722

CATS3 0.529

CATS5 0.595

CATS6 0.611

CATS7 0.607

Anxiety on Offline Test Results (AOTR), a = 0.622, Mean = 2.631, SD = 0.055

CATS9 0.550

CATS11 0.685

CATS12 0.506

Source: author’s own data

The four factors in OLECAS were “Online Classroom
Anxiety (OCA)” (a = 0.906, Mean = 2.658, SD = 0.052),
“Confidence Anxiety on Offline Tests (CAOT)” (a = 0.630,
Mean = 2.79, SD = 0.093), “Emotional Anxiety on Offline
Tests (EAOT)” (a = 0.692, Mean = 3.008, SD = 0.018),
and “Anxiety on Offline Test Results (AOTR)” (a = 0.622,
Mean = 2.631, SD = 0.055). The total variance explained
was 69.87%. The factor “communicative apprehension”
and “negative evaluation apprehension” in the original FL-
CAS questionnaire are not reflected in this study separate-
ly, but are presented as online classroom anxiety, which
shows that the English learning anxiety of Chinese Interna-
tional Chinese Education students in online live class does
present some new features.

The confirmatory factor analysis can verify the results of
the exploratory factor by establishing a structural equation
model to test whether the exploratory factor fits with the
research purpose well. Based on the four main factors that
have been finalised in the OLECAS, the study used AMOS
17.0 to construct the first-order model of OLECAS based
on the rest of data. A fitness check was performed and cor-
rected according to the estimated values, correction paths

and indices suggested by the system. Finally, the model
(X2/df = 1.222, P = 0.013, GFI = 0.907, RMSEA = 0.036,
CFI = 0.982, NFI = 0.912, IFI = 0.983) has a good fit, con-
firming the four factors of “Online Classroom Anxiety”,
“Confidence Anxiety on Offline Tests”, “Emotional Anxie-
ty on Offline Tests”, and “Anxiety on Offline Test Results”
can represent the variables of OLECAS in blended learning.

Correlation between English learning anxiety

and CET4 scores

Based on the current situation of International Chinese
Education students’ English learning anxiety in online live
classroom, this study further explored the relationship
between English online learning anxiety and English test
scores. CET4 score was used as an independent variable
and English learning anxiety as a dependent variable to es-
tablish a correlation analysis. It can be seen in Table 4 that
there is a negative correlation between the four kinds of
anxiety and the CET4 scores, which showed that students’
English online learning anxiety will affect their English test
results directly, and the higher the degree of anxiety, the
lower their test results.

Table 4. Correlation between OLECAS factors and CET4 scores (n = 419)

English Learning Anxiety (ELA) OCA

CAOT EAOT AOTR

CET4 score -0.0213"

-0.0170™ -0.0134" -0.0242"™

Note: OCA = Online Classroom Anxiety; CAOT = Confidence Anxiety on Offline Tests; EAOT = Emotional Anxiety on Offline
Tests; AOTR = Anxiety on Offline Test Results. *p < 0.05, **p < 0.01, ***p < 0.001

Source: author’s own data

The stepwise regression analysis was also conducted
in which the learners’ English learning anxiety were used
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to predict their CET4 scores, namely, the OLECAS factors
are the predicators, while the CET4 scores are outcome
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variables. The findings in Table 5 revealed that the OLE-
CAS factors of “Emotional Anxiety on Offline Tests” and
“Anxiety on Offline Test Results” have significant nega-
tive predictors of CET4 scores. However, “Online Class-
room Anxiety” and “Confidence Anxiety on Offline Tests”
did not predict the results. A possible explanation is that
online classroom anxiety is mainly related to real-time
interaction and peer evaluation in virtual environments,
which is separate from formal test contexts. Students
may experience anxiety about speaking in class or being

judged by peers during live sessions, but this does not
necessarily translate to performance on standardised ex-
ams like CET4, which are taken individually and focus on
written skills rather than classroom participation. Similar-
ly, confidence anxiety on offline tests may reflect general
self-doubt rather than test-specific anxiety, thus having
less impact on actual test performance. This suggests that
anxiety manifests differently across contexts, and class-
room-related anxiety may not directly influence formal
test outcomes.

Table 5. Stepwise regression model for predicting students’ CET4 scores (n = 419)

OLECAS B Beta T P
CET4 scores EAOT 9.351 4.273 0.115 -2.189 0.029
CET4 scores AOTR 14.392 5.108 0.196 -2.818 0.005

Note: EAOT = Emotional Anxiety on Offline Tests; AOTR = Anxiety on Offline Test Results. p < 0.05, p < 0.01, p < 0.001

Source: author’s own data

Independent sample T test on different genders

First, the average CET4 score for boys and girls were cal-
culated respectively. It is easily found that the average
CET4 score for boys and girls was 370.75 (SD = 54.004)
and 405.13 (SD = 44.107) respectively. Although neither
boys nor girls did not reach the pass mark (425 points),
girls’ English scores were significantly higher than boys.
Meanwhile, the average score of the four anxiety factors of
the female students is also higher than that of the male stu-
dents, which indicates that the anxiety level of the female
students is lower than that of the male students, which is
consistent with the results of the correlation analysis. The
independent sample T test further showed that there were
significant differences between male and female students
in “Confidence Anxiety on Offline Tests” and “Anxiety on

Offline Test Results” (p < 0.05). However, there was no
difference between “Online Classroom Anxiety” and “Emo-
tional Anxiety on Offline Tests”. Specifically, the difference
in “Confidence Anxiety on Offline Tests” between male and
female students’ is mainly reflected in FLCAS2, CATS8and
CATS10, showing that the boys are less confident than girls
in the English test, and they are more worried about mak-
ing mistakes especially in CET4. Meanwhile, it was more
difficult for boys to deal with unexpected situations in the
English test. Besides, the difference between male and fe-
male students’ anxiety about the English test result was re-
flected in CATS12. It indicates that compared with female
students, boys are more likely to view the test with pessi-
mistic and depressed to their English scores. These gender
differences are summarised in Table 6.

Table 6. Independent samples T-Test results by gender

. 95% confidence interval for difference
Factors Item Gender Average SD Sig.
upper-bound lower-bound
M 2.80 0.099
0.003 -0.5788 -1.258
FLCAS2 F 3.15 0.057
M 2.85 0.089
0.001 0.1529 0.5589
cAOT CATSS F 3.22 -0.0027
M 2.80 0.9351
0.002 -0.3869 -0.0198
CATS10 F 2.99 0.7774
M 2.29 1.0285
0.001 -0.2470 0.1469
AOTR CATS12 F 2.68 0.982

Note: CAOT = Confidence Anxiety on Offline Tests; AOTR = Anxiety on Offline Test Results

Source: author’s own data

M DISCUSSION

The English learning anxiety

of Chinese International Chinese Education students
in online live classroom

The current study analysed the International Chinese Ed-
ucation students’ English learning anxiety in online live
classroom with the exploratory and confirmatory analy-
sis. The findings indicate that in the online English live
classroom, the International Chinese Education students’
English learning anxiety include four factors, namely,
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“Online Classroom Anxiety”, “Confidence Anxiety on Of-
fline Tests”, “Emotional Anxiety on Offline Tests”, and
“Anxiety on Offline Test Results”. In the online live class-
room, students generally do not have to leave their comfort
zone and answer questions and interact with the teachers
are also less frequently, therefore, the students should feel
more relaxed about the online learning, and the learning
anxiety should be reduced. However, the results of the
study show that the students still have the high learning
anxiety and show fear and worry about English learning
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in online live classroom. This indicates that the change of
learning environment has limited influence on students in
language learning. It is worth noting the “communicative
apprehension” and “negative appraisal apprehension” in
FLCAS are not reflected in this study, which is consist-
ent with the results of S. Giasiranis & L. Sofos (2020), she
also found that International Chinese Education students’
English learning anxiety is a comprehensive factor in her
research on Chinese International Chinese Education stu-
dents’ English learning anxiety.

On the one hand, it proves that English learning anx-
iety is not only caused by oral communication anxiety,
but also a combination of various kinds of anxiety. On
the other hand, the oral communication between teachers
and students is not the focus of English learning in online
live classroom. Therefore, the English learning anxiety of
International Chinese Education students in online live
classroom is a kind of holistic anxiety which exists in the
whole process of online live learning. This finding is con-
sistent with E.K. Horwitz et al. (1986), who argued that
foreign language anxiety is a multifaceted construct rath-
er than being limited to oral communication. However,
L. Ganschow et al. (1994) emphasised the role of language
learning disabilities in anxiety, a factor not examined in
the current study. Additionally, H.W. Zhang (2022) found
that online classroom anxiety was a significant predictor of
test performance in their sample of science majors, which
contrasts with the present results. This discrepancy may be
attributed to the different majors and teaching contexts.
Furthermore, Y. Lee et al. (2023) reported that test result
anxiety was the strongest predictor of academic perfor-
mance, aligning with the current study’s findings.

Second, the most significant factor in OLECAS is
“Anxiety on Offline Test Results”, and the average load-
ing of factor is more than 0.7 and the Mean = 2.631
(SD = 0.055), ranking the lowest among 4 anxiety fac-
tors. The finding shows that the English learning anxiety
of students in the process of online live learning is mainly
concentrated on the fear and worry about the English test
results, especially the CET4 scores, which coincided with
many researches on foreign language learning anxiety
that the foreign language learning anxiety mainly comes
from the test anxiety to a large extent (Mandler & Sara-
son, 1952). In recent years, the foreign language teaching
in China has been undergoing a transformation from the
traditional class to flipped classroom and to the blended
learning, the “student-centred” teaching concept is more
and more applied. Therefore, the process assessment of
the students is also adopted, at the same time, the Inter-
national Chinese Education students’ views on English
learning, and motivation have also changed significantly.
They have gradually realised that English learning is more
for improving their intercultural communication compe-
tence, and ultimately developing their comprehensive ap-
plication of English. However, it cannot be denied that at
present, the assessment of International Chinese Educa-
tion students’ English proficiency in China is still based on
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national English test as the main means and standard.
Only passing the relevant English tests, can students
achieve their own graduation, get further studies, and find
a better job, which inevitably leads to “test-oriented” as
the main goal of International Chinese Education students’
English learning. Therefore, English test anxiety is still the
main source of Chinese International Chinese Education
students’ English learning anxiety. This may also explain
why anxiety about English test accounts for three-quarters
of the anxiety factors in International Chinese Education
students’ English online live classroom. In other words,
although the English online live classroom has changed
the traditional learning environment and learning model,
once the requirement of students to pass the English test
has not been changed, the English learning anxiety of stu-
dents will not change in nature.

Meanwhile, it is also found that the mean of “Emo-
tional Anxiety on Offline Tests” was the highest among the
four factors (Mean = 3.008, SD = 0.018). In other words,
students experienced the lowest emotional anxiety during
the English exam. There are two reasons for the finding.
First, after so many English test for Chinese International
Chinese Education students since they began to learn Eng-
lish, they have already formed some strategies to relieve
the emotional anxiety in the English test. Second, due to
the influence of COVID19, the CET4 test in the 2020 was
delayed so that the participants have nearly one year not
to take part in formal English test. Therefore, most of them
have forgotten the emotional anxiety in the English test at
that time. Above reasons may illustrate why the students
felt lest anxious emotionally about the English test when
they took part in the questionnaire survey.

Correlation between learners’ English learning anxiety
in online live classroom and CET4 scores

Based on the current situation of International Chinese Ed-
ucation students’ English learning anxiety under the online
live classroom, this study further explores the relationship
between OLECAS and CET4 scores with the correlation
analysis and regression analysis. The factors “Emotion-
al Anxiety on Offline Tests” and “Anxiety on Offline Test
Results” in OLECAS were negative predictors of English
achievement, while “Online Classroom Anxiety” and “Con-
fidence Anxiety on Offline Tests” were not predictive of
English achievement. It is worth noting that the findings
of the regression analysis show that the more relaxed they
were or the less emotionally anxious the students were in
the English test, the lower test scores they would get. Al-
though there is much debate as to whether foreign lan-
guage learning anxiety has the direct impact on students’
foreign language outcome, however, this study still agrees
that students with learning anxiety will have defects in un-
derstanding the test and encoding information, which leads
to a decline in learning skills and strategies they use to
deal with the test. In turn, it directly increases their mental
burden and pressure, and ultimately affects performance of
students in exams (Ganschow et al., 1994).
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Combined with the regression results in the previous
chapter, online classroom anxiety and confidence anxiety
on offline tests cannot significantly predict CET4 scores.
The core reason is that online classroom anxiety mainly
stems from real-time interaction, teacher questioning and
peer evaluation in virtual classrooms, which belongs to sit-
uational anxiety in the learning process and is independent
of the assessment scenarios of standardised examinations.
Test-related confidence anxiety is a general psychological
state of self-doubt, rather than targeted anxiety generated
in the examination process, so it cannot effectively predict
actual examination performance. In addition, the findings
also indicate that for most participants, they treated the
classroom and English test separately. The English learning
anxiety in online live classroom is only manifested in their
unwilling to be questioned and interacted by teachers and
students, their lack of self-confidence in learning, and their
refusal to accept the negative comments from teachers
and peers. However, they don’t think there is a direct rela-
tionship between classroom learning and English tests. In
the online live classroom for College English, the teachers
would focus on the questions in the students’ autonomous
learning, and the important and difficult language points in
the teaching materials. Therefore, the training and prepa-
ration for CET4 is not included in the online classroom,
so students may think that the English learning online is
not helpful to pass CET4 although the test was delayed.
Besides, several participants were interviewed to explore
the deep reasons behind test anxiety, and it was found that
their university has clear degree requirements linked to
CET4 scores. Only those with a CET4 score above 400 can
obtain the degree certificate. Therefore, passing the CET4
test has become the most important learning goal for stu-
dents. However, the overall CET4 performance of the re-
spondents is unsatisfactory: only 25.7% of students passed
the exam, and 43.3% scored above 400, which is far from
the graduation standard.

The findings show that the students do not attach im-
portance to the learning in English classroom, so that they
lack of consolidation and accumulation of English language
knowledge, resulting in their skills are not solid and that
the students are weak in how to transform language knowl-
edge into the skills in response to English test. Therefore,
even if they spend a lot of time on exercises about CET4,
the outcome is still not satisfactory. In turn, the low score
in English test aggravates the students’ anxiety about Eng-
lish learning, which results in a vicious circle.

Gender differences in English learning anxiety

in online live English classroom

There have been different views on gender differences in
foreign language learning anxiety. However, females have
repeatedly been found to report higher levels of overall test
anxiety than males (Hembree, 1988; Zeidner, 1990; Ban-
dalos et al., 1995). According to E.K. Horwitz et al. (1986),
foreign language anxiety of female students is higher than
that of male students, because female students tend to be
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more introverted, so their learning anxiety in classroom is
higher. J.C. Cassady & R.E. Johnson, (2002) showed that
although the learning anxiety for female is higher, there
is no obvious difference in the language test performance
between female and male. While the findings of S. No-
reen et al. (2015) show that English learning anxiety of
girls is lower than that of boys. However, the results of
independent sample T test show that boys’ English learn-
ing anxiety is higher than girls’ in “Confidence Anxiety on
Offline Tests” and “Anxiety on Offline Test Results”, and
the average score of CET4 of boys is lower than girls. It is
found that most of the participants in the study come from
the rural areas in western China, influenced by economic
factors and Chinese outworn concept “value the male child
only”, the learning pressure for most girls in rural areas in
western China would be too great. However, the female
students who can go to high school or university or above
are generally the “less but better” group, who have excel-
lent performance and are usually better than male students
in academic works. Therefore, the learning motivation and
abilities of female International Chinese Education students
in western China are often quite strong, and the academic
performance is generally better than boys, so their English
learning anxiety will be lower than boys, and they are also
more confident in the process of English learning.

Pedagogical implications for online English teaching
Although English online live teaching, with the help of ad-
vanced information technology, is better fit with the mod-
ern society’s learning philosophy, the findings of this study
still show that there is a high level of English learning anx-
iety for Chinese International Chinese Education students
in the online live classroom, which is mainly reflected in
the classroom anxiety and English test anxiety. In view of
this, this study puts forward the following suggestions for
English teaching in online live classroom.

Firstly, the teacher should learn the anxiety of students
in online classroom clearly and understand what the stu-
dent worry about and they want from the online classroom.
Secondly, R.L. Oxford (1999) found that anxiety in foreign
language learning is closely related to the way teachers
teach. In foreign language classroom, the behaviour of the
teacher, especially the language used in error correction
and evaluation, will cause the students’ foreign language
learning anxiety. Therefore, exploring the English teaching
mode in online live classroom is the key to the English on-
line live education. English teachers should not only com-
plete the teaching tasks in the online classroom, but also
overcome the obstacles caused by lacking of teacher-stu-
dent communication, and learn about the feedback of the
classroom in time from the students. Therefore, the teacher
should strengthen the interaction with the students, “chat-
ting” with the students through video or typing before or
after class to know the students’ learning. Meanwhile, even
in the online classroom, the teacher should also give more
encouragement to the students behind the screen, so that
the students can learn in a relaxed learning atmosphere. At
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last, the teachers can use diverse ways to make evaluation
to student, such as increase the peer review to allows stu-
dents to correct errors in the online classroom, which can
prevent students from receiving negative feedback directly
from teachers and reduce their fear towards the classroom.

At the same time, since no more scientific and feasible
measure of English ability than English test in the short
term, students’ anxiety about English test will exist for a
long time. In view of students’ high anxiety level and low
CET4 passing rate, college English teachers should also
consider strengthening the training of students’ test-taking
skills by means of teaching materials during live broad-
cast. For example, according to the content of the CET4
examination according to the students assigned translation,
writing training, or for the content of the text set reading
questions, so that students limit the time online reading,
and so on. This not only completes the teaching content
of the live-broadcast course, but also strengthens students’
test skills in daily teaching, which can not only enhance
students’ learning willingness for the live-broadcast course,
but also enhance their interest in English learning, it can
also improve students’ test skills and test-taking ability, en-
hance students’ test confidence, and reduce students’ test
anxiety. Only in this way can the learning effect of stu-
dents’ online live broadcast class.

M CONCLUSIONS

Based on a survey of English learning anxiety among 419
International Chinese Education students at a university in
western China, the study found that the shift to online live
teaching did not reduce students’ anxiety in either English
learning or formal English tests. Further analysis revealed
that two anxiety factors, emotional anxiety during tests and
anxiety about test results, were significant negative pre-
dictors of CET4 performance, while online classroom anx-
iety and general confidence anxiety were not predictive.
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CUHXPOHAYK OHJIaMH aHIMUC TUIN cabaKTapbliHAA

“KbiTah TUIMHUH 31 apanbliK 6UMNnM 6epyycy” 6arbiTbiHbIH
6aKkanaBpmuaT CTYAEHTTEPUHUH YeT TUIINMH YUpeHyyaery
TbIHYCbI34AaHYYCYH SMMUPUKAJbIK USNNA6e

Li3uH YDxaH

PhD moKTOpaHTHI

OJ1 apaJIbIK MaIaHUH aJMallyy KoJulemxy, TyHIyK-BaTeI negarorukaiblk YHUBEPCUTETH
730070, AupHuH [yHiy ked., 967, Jlanpwxoy ui., KOP
https://orcid.org/0000-0002-3356-190X

AHHoTauums. By usnngeene 2022-XpUIbl OHJIANH GopMaTTa aHIJIMC TWINH YHPOHYYAery ThiHUck3gaHyyHy OLECAS
Ccypoo-6aparbiHbH (OHJIAHH aHIJIMC TUJIMH YHPOHYYAeI'Y THIHUCHI3[IaHYY LIKAJIAChl) XXapJambl MeHEeH H3WIIee YYYH
“KpITall TUJIMHUH 3J1 apajblk OmanM Gepyycy” OarbITBIHAA OKyraH OakajlaBpHUAaTTHIH 2-KypCyHYH 419 cTyaeHTH Tyl
KeJI TaHAabll ajblHraH. Msungee peanAyy yOakelT peXUMMUHAETM OHJIANH cabakTapAblH IIApTHIHAA aTaJra’
OarelTThIH CTYAEHTTEPUHUH aHIJIMC TWUJIMH YHPOHYYHery ThIHUCHI3JAaHYyCyHYH CTPYKTypachiH XaHa 00XXOMOJIIOOUYy
¢dakTopsopyH (MIpeAUKTOPIOPYH) aHBIKTOOTO OarbITTaraH. AJIBIHIAH HaThIFKajlap KOPCOTKOH/OH, CUHXPOHYK OHJIANH
cabakTapja CTyAeHTTepAWH aHIJINC TUINH YIPOHYYIer'y THIHUCHI3AaHyyCy HerM3uHeH TOMOHKY ¢popmMasiapAaa 6aiikaaras:
OHJIallH cabakTapjars!l TeiHUChI3aHyy (OCA), odsiaiiH TecTTepau TaNIIBIPYyAarbl HIIEHUMAYYJIYKK® OailIaHBIITYY
toiHYchI3anyy (CAOT), odiaiiH TecTTepAu TamIbIPyyAarsl SMOILMOHAJABIK ThIHUCH3AAaHYy (EAOT) xaHa oduiaiiH
TeCTTepAUH XBIBIHTBIKTapbiHaH koonToHyy (AOTR). U3uiaeene aHI/INC TWJIWH YHPOHYYAOrY THIHUCHI3JAHYy MeHEH
aKaJeMUSIIBIK XKeTUIIKeHUKTUH (afippikya, CET-4 sK3aMeHVWHUH yHalJIapblHbBIH) OPTOCYHAArbl GallJIaHBINI aHIaH apbl
TaJIA00r0 ajbIHraH. JKBIMBIHTEIMBIHA THIHUCHI3AAHYYHYH OapAblK (GAaKTOPJIOPY aHTJIUC TUJIXA OOI0OHYA XKETHUIIKeHAUKTEP
MeHeH Tepc KoppeJiAnuAaa dKeHU aHBIKTaJraH. AJIapJblH WYMHeH “odJialiH TecTTepay TaIIIbIpyyaarsl SMOLKOHAJIABIK
THIHUCHI3JAaHyy  >kaHa “odaiiH TecTTepAUH >XBIMBHTHIKTapBIHAH KOOMNTOHYY” (AKTOPJIOPY aHIJINC TUJIMHEH TeCTTHUH
ymaiyiappiHa 60XOMOJIIOOYY Taacup TUUHIM3TreH; aj 5MU “OHJIaliH cabakTapfarbl THIHUCHI3JAHyy” XaHa “odJiaiiH
TecTTepAU TaNIIBIpyyAarsl UIIeHUMAYYJIYKKe OalJIaHBINITYy THIHUCBHI3AAHYY (aKTOpJIOPY TECTTHH XBIMBIHTBIKTApBIHA
0OJIyTTyy 060XOMOJIIOOUY TaaCUpUH THUHTU3TeH sMec. U3MIAeeHYH XBIHBIHTHIKTAPH! )KOTOPKY OKYY JXalJIapblHAA aHTJINC
TUJIMH YUPOHYT XaTKaH CTyJeHTTepANH OHJIAIH OKYTyy CTpaTerusAjaphlH bUIANBIKTAIITEIPYY KaHa TeCT TalIIbIpyyaarsl
THIHUCHI3[JaHYyHy 6acaHaaTyy Y4YH NPaKTUKaJIBIK CyHyIITapAsl 6epeT

Herusrn cespep: keiTail TUJIMHUH OO0JIOUOK MyrajauMiepu (6akasaBpuaT CTyAEHTTEpU); CHHXPOHIYK OHJIANH
OKYTYY; aHIJIMC THUJIVH YHPOHYY/AOr'y THIHUCHI3IaHYy; OKYTYYy CTpaTervsiapsl; OHJIAaiH 6uiuM 6epyy
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AHHOTauMsa. B gaHHOM WHCCJIeJOBAaHMM B KauyeCcTBe HCOBITYeMBIX OBUIM CJIy4allHBIM o0pa3oM BbIOpaHB 419
BTOPOKYPCHHKOB OakajiaBpuaTa, oOydalmomuxcs [0 HampabjeHMHI0o «MexayHapoaHoe oOpaszoBaHHe B 00J1acTu
KHTaMCKOTo A3bIKa». 1{espio pabOTH ABJIAJIOCH U3yUeHNe YPOBHA TPEBOXHOCTU NMPHU OHJIANH-U3YYeHUU aHTJIMICKOTrO
sA3pika B 2022 roAy € HCNOJIb30BAHMEM CIeEUaJIN3upoBaHHOro ompocHuka OLECAS (ikajia TPeBOXHOCTH IpHU
U3y4YeHUU aHIJIMACKOTO fA3blKa B peXHMe OHJIanH). McciegoBaHue OBLIO HAMpaBjeHO Ha aHAIU3 CTPYKTYDPH U
MIPOTHOCTHYECKUX (aKTOPOB (IIPEAUKTOPOB) TPEBOXHOCTU NPU H3YyUYEHHHU AHTJIMHCKOrO fA3BIKA CPedu CTYJEeHTOB
yKa3aHHOT'0 HallpaBJIeHNs B YCJIOBUAX OHJIANH-3aHATUHN B peaJIbHOM BpeMeHU. [ToylyuyeHHBIe pe3yIbTaThl IOKa3asu, 4TO
B YCJIOBUAX CUHXPOHHOT'O OHJIAaH-00y4YeHUs TPeBOXHOCTD CTYJeHTOB NIPU U3y4YeHUH aHIJINHCKOTO S3bIKa B OCHOBHOM
BBIpaXkajiach B cjeaylomux (Gopmax: TPeBOXHOCTb BO BpeMs oHjaiH-3aHATUN (OCA), TPEBOXHOCTh, CBSI3aHHASA C
YBEPEHHOCTHIO IPU MPOXOXKaeHnH odJiaitH-TecToB (CAOT), sMonroHaIbHasA TPEBOXHOCTD IPU MPOX0XAEHUN 0hJIaiTH-
TecToB (EAOT) 1 TpeBOXHOCTSH lepe/ pe3yJibTaTamu odiaiiH-TrectupoBanusa (AOTR). B ucciejoBaHNU TakXe JeTaJIbHO
Mn3yvajach B3aMOCBA3b MeXy TPEBOXHOCTBIO IPYU M3yUeHNU aHTJIMIICKOTO A3bIKa U aKaJeMNueCcKO yClIeBaeMOCThbIO
(B wactHOCcTH, Ganmamu 3a sk3ameH CET-4). Pe3ysbTaThl NPOJEMOHCTPHUPOBAIN HETaTHUBHYI KOPPEJIALUI0 MEXIY
BceMH (paKTopaMU TPEBOXXHOCTH U YCIIeBAEMOCTBIO IO AHIJIMMCKOMY A3BIKy. [Ipn sTOM Takue (akToOphl, Kak
«3MOLMOHAJIbHAsA TPEBOXHOCTh NMPHU MPOXOXAEHUN OQJIalH-TeCTOB» U «TPEBOXKHOCTh Iepe] pe3yJbTaTamu odJiaiiH-
TeCTUPOBAHUA», UMeJI IPOTHOCTUYECKOe BJINsAHNE Ha 5K3aMeHalIOHHbIe OaJijibl 10 aHTJINHCKOMY SA3BIKY; B TO BpeMs
KaK «TPEBOXHOCTb BO BpeMs OHJIAMH-3aHATHUIN» U «TPEBOXHOCTD, CBS3aHHAsA C yYBEPEHHOCTBIO NpPU MPOXOXKAECHUU
o(aliH-TecTOB», He OKa3aJli CyL[eCTBEHHOIO IMPOrHOCTUYECKOro BJIMAHMUSA Ha pe3yJbTaThl TeCTUPOBaHUA. BBIBOIBI
HUCCJIeJOBaHUA cofepXaT IpaKTUiYecKue peKOMeHAalUuM [0 KOPPeKTUPOBKe CTpaTeruil OHJIAaWH-IpenojaBaHUusA U
CHM)XXEHUIO 5K3aMeHallMOHHON TPeBOXHOCTU y CTy[AEeHTOB By30B, N3yYalOMINX aHTJIMICKUN A3BIK

KrtoueBble cnoBa: Gyayiue mpernojaBaTesi KUTAHCKOTO sA3bIKa (CTyIeHTH 6akajiaBpuaTa); CMHXPOHHOE OHJIalH-
o0yueHUe; TPEBOXHOCTD MPU U3YyUeHUMN aHTJIMICKOTO S3BIKA; CTpaTeruu ob6yueHus; OHJIalH-00pa3oBaHue
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Abstract. The purpose of the study was to identify the influence of gender stereotypes on students’ professional self-
determination. The research methodology included statistical analysis, a questionnaire survey involving 100 11* grade
students from four schools in the city of Tashkent (Schools No. 110, No. 17, No. 81, and No. 145), factor analysis,
and the comparative and interpretative method. Gender stereotypes in professional choice were considered as stable
social attitudes formed under the influence of the family, educational environment, and social norms that determine the
perception of young people about “acceptable” professional roles for boys and girls. They are fixed at the stage of school
education and affect the structure of educational and career intentions, may influence the variability of professional
choices. Statistics showed that 46% of students encountered stereotypes in childhood, and 51% perceived their negative
impact on career choices, in particular, rejection of STEM fields. About 48% of respondents pointed to the influence of
stereotypes on the choice of school subjects, while 45-47% recorded their role in shaping ideas about gender roles and
family responsibilities. Half of the respondents (50%) noted the impact on public perception of professions, and 46%
supported further development of public policies and educational initiatives to overcome stereotypes. The survey results also
confirmed an increase in the influence of the family to 40-50%, social networks to 35-45%, and the pressure of the “typical
profession” to 40-55%, which especially increases restrictions for girls. In this regard, the directions of career guidance
work should be aimed at the development of a gender-neutral educational environment, the systematic implementation
of career guidance activities with the demonstration of various professional trajectories and the involvement of specialists
in various industries. The practical significance of the study lies in the possibility of its use by administrations of general
secondary education institutions, school psychologists, and teachers to improve career guidance work with students

Keywords: academic ability; individual representation; career guidance; family influence; social networks

H INTRODUCTION

The choice of a professional trajectory is one of the stages
of a person’s life and professional development. In the ed-
ucation system, there are differences in the professional in-
terests, educational priorities, and career intentions of ed-
ucation applicants, which makes it necessary to investigate
the gender characteristics of this process. The investigation
of this problem allows identifying the factors that affect
professional self-determination, identify the features of ed-
ucational choice, and contribute to creating conditions for
the realisation of professional potential regardless of gen-
der. In particular, gender stereotypes that form the idea of
“traditionally male” and “traditionally female” professions

and may restrict or direct educational and career choices of
applicants for education.

Gender features of the choice of professional trajectory
in the education system were considered as a multidimen-
sional phenomenon that covered social, psychological, and
institutional factors in the development of educational de-
cisions. P. Blossfeld et al. (2023) showed that gender-spe-
cific inequalities in education and the labour market are
formed as a result of long-term structural mechanisms that
direct students to various professional areas even in the
early stages of the educational path. The approach em-
phasises that the educational system has recreated models

Suggested Citation: Ismailova, G. (2026). Gender features of choosing a professional trajectory in the education system. Bulletin of the
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of horizontal segregation, consolidating differences in the
choice of specialities. Further findings of the research team
led by M. Van der Vleuten (2021) demonstrated that the
distribution of students by field of study in high school is
explained not only by social expectations, but also by indi-
vidual ideas about their own abilities. Educational trajecto-
ries are formed by comparing self-esteem with well-estab-
lished ideas about male and female professional spheres,
which reinforces differences in the choice of educational
areas and consolidates gender specialisation.

The findings of L. Gambaro et al. (2023) proved that
gender typification of professional aspirations among
young people increases under the influence of ideological
attitudes, value orientations, and educational expectations.
The development of career orientations took place in the
interaction of the family environment, educational insti-
tutions, and socio-cultural norms, which stabilises differ-
ences in the choice of professional paths. Analytical con-
clusions of J. DeVries & F. Lauermann (2025) found that
career aspirations that met or did not meet gender norms
are shaped by different trajectories of personal develop-
ment. The researchers emphasised that educational choic-
es vary depending on self-assessment of abilities, learning
experience, and support for the social environment, which
affects the professional self-determination of girls and boys
in different ways. In particular, H. Jiang et al. (2024) found
that awareness of STEM career opportunities is enhanced
through the interaction of self-efficacy, expected outcomes,
and educational experience. It was shown that gender dif-
ferences in interests in technical and natural sciences are
formed not only through external barriers, but also through
internal cognitive attitudes regarding own abilities.

Conceptual generalisations of D. Fernandez et al. (2023)
found that students’ perceptions of professional success
depend on socio-economic status and gender norms. The
study showed that different interpretations of success di-
rectly influence educational and career decisions, form-
ing excellent professional routes. The study by Y. Mubar-
akov et al. (2025) proved that gender segregation in the
labour market in Central Asian countries is systemic in
nature and is reflected in the educational elections of
young people. Structural restrictions on access to individ-
ual professions reinforce early differentiation of learning
trajectories. Longitudinal generalisations of K. Turek et
al. (2022) showed that gender differences in the duration
of professional activity are formed even at the stage of ed-
ucational choice, influencing the future life career path.
Educational solutions determine the level of stability and
flexibility of professional employment in the long term. In-
stitutional provisions of J. Beckmann et al. (2023) showed
that abandonment of vocational education and dual train-
ing is associated with career trade-offs that affect boys and
girls differently. The study found that educational choices
are determined by the balance between labour market de-
mands and social constraints.

Despite the research of the above-mentioned scientists,
regional features of the development of gender stereotypes,
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in particular, in the school environment, remain insuffi-
ciently studied. Another gap is the limited number of em-
pirical studies that simultaneously combine analysis of
family, school, and media influences with comparison of
the dynamics of changes during the school year by gender.
The purpose of the study was to determine the significance
of gender stereotypes in the professional intentions of boys
and girls. The objectives of the study were: to analyse the
influence of gender stereotypes on the professional self-de-
termination of 11* grade students; to assess the role of the
family, school, and social environment in the development
of professional orientations; to formulate areas for improv-
ing career guidance work at school based on the gender
characteristics of choosing a professional trajectory.

B MATERIALS AND METHODS
The type of research was empirical quantitative, design —
quasi-experimental longitudinal (pretest-posttest) with
comparison of independent groups. The study included
four interrelated methods: statistical analysis, question-
naires, factor analysis, and the comparative interpretation
method. Through statistical analysis, gender differences
in the choice of professional trajectory were identified, in
particular, persistent segregation in STEM fields (Science,
Technology, Engineering, and Mathematics), the develop-
ment of professional intentions at the school stage, and
the gender gap in mathematics and natural sciences. The
source database was compiled by the reports of the World
Economic Forum (2024), OECD (Organisation for Econom-
ic Co-operation and Development) (2025), UNESCO (Unit-
ed Nations Educational, Scientific and Cultural Organiza-
tion (n.d.) that highlighted the principles of influence of
social expectations and gender stereotypes on educational
and professional choices. In addition, based on the results of
Survation survey (Survation, 2019), the prevalence of gen-
der stereotypes in childhood, their influence on the choice
of school subjects, professional intentions, and career de-
cisions were analysed. To analyse the above-mentioned
sources, indicators of the gender distribution of employ-
ment in STEM and non-STEM fields were used, the propor-
tion of career aspirations among students of different gen-
ders, levels of academic achievement in mathematics and
the natural sciences, and percentage data on the influence
of gender stereotypes on educational and career choices,
which served to determine the extent of gender segrega-
tion and identify key socio-educational factors influencing
career self-determination. The above sources were selected
according to the criteria of relevance (2019-2025), inter-
national coverage, availability of quantitative indicators on
gender differences in professional choice and educational
trajectories, and compliance with the topic of the influence
of gender stereotypes on professional self-determination.
Survey in the period from September to May 2025
among 100 students (50 girls and 50 boys) of 11 classes of
schools in Tashkent, in particular, school No. 110, No. 17,
No. 81 and No. 145 (25 students from each educational
institution). These educational institutions were selected
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because of their location in different districts of the city,
which ensured the representation of students in different
social and educational environments and increased the rep-
resentativeness of the study sample. The inclusion criteria
were respondents who were at the stage of professional
self-determination, studied in general secondary educa-
tion institutions, regularly attended training sessions, and
provided informed consent to participate in the study. The
exclusion criteria were refusal to participate at any stage of
the study or systematic absences from classes. Before start-
ing the survey, respondents were provided with instruc-
tions on the purpose of the study, the rules for filling out
the form and ensuring anonymity of responses, and their
voluntary consent to participate. To ensure the quality of
data, it was planned to fill out a questionnaire, control the
completeness of responses and prevent re-participation.
All organisational conditions of the survey were aimed at
ensuring the objectivity of the results, confidentiality and
equal conditions for all study participants in accordance
with the ethical principles of the American Psychological
Association (2002). Between the two stages of the survey,
targeted pedagogical and career guidance was carried out,
which included STEM-orientation activities, meetings with
specialists of various professions, discussion of gender
roles in lessons and classroom hours, consultations with
a school psychologist, and involvement of parents in ca-
reer guidance conversations. It was the implementation of
these activities during the school year that created grounds
for waiting for changes in students’ professional percep-
tions until the moment of re-measurement. The survey was
conducted online using the Google Forms platform (Goog-
le Forms, n.d.) to reach students from four schools. The
questionnaire contained 15 closed-ended questions with
multiple choice answers.

1. Have you ever encountered claims that certain pro-
fessions are “suitable only for men or only for women”?

Yes, often

Sometimes

No

2. Who most often expressed such stereotypical
statements?

Parents/family

Teachers

Peers

Mass media

Social networks

Not encountered (all)

3. Did family advice affect your perception of “female”
and “male” professions?

Yes, to a large extent

Partially

No

4. Did the school discuss gender roles in choosing a
profession?

Yes, regularly

Sometimes

No
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5. Did you feel different attitudes of teachers towards
boys and girls in your choice of subjects (for example,
mathematics or literature)?

Yes

No

I did not pay attention

6. Were you encouraged at school to choose STEM sub-
jects regardless of gender?

Yes

Partially

No

7. Do social media influence your ideas about “male”
and “female” professions?

Yes, strongly

Partially

No

8. Do you agree with the statement that society creates
different expectations about professions for boys and girls?

Completely agree

Partially agree

Disagree

9. Do you think that fathers are more supportive of
their sons in technical professions and their daughters in
humanities?

Yes

No

Hard to say

10. Do peer opinions influence your choice of profes-
sion based on gender perceptions?

Yes

Partially

No

11. Did you feel pressured to choose a “typical” profes-
sion for your gender?

Yes

No

Sometimes

12. Do you think that gender stereotypes limit the
choice of professional trajectory of young people?

Yes

No

Hard to answer

13. What is the main motive for you when choosing
your future profession?

High wages

Personal interest in the activity

Prestige of the profession

Parents’ advice

Career opportunities

14. How important is it for you that your future profes-
sion matches your abilities and talents?

Very important

Important

Not very important

Does not matter

15. Does the possibility of self-realisation affect your
choice of profession?
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Yes, it is crucial

Yes, but partially

No

Hard to say

The survey was organised in two stages and conducted
separately among 11% grade boys and girls at the begin-
ning and end of the school year using the same question-
naire. At the first stage (September), an initial survey was
conducted of professional intentions, the influence of fam-
ily, school, peers, and social environment, and the level of
perception of gender stereotypes in the two gender groups.
At the second stage (May), the same questions were re-ap-
plied to identify changes in professional orientations and
the degree of influence of socio-cultural factors. A compar-
ative analysis of the results of both measurements allowed
tracing the dynamics of gender differences in students’ pro-
fessional self-determination during the school year. Data
processing was carried out by grouping responses into con-
tent blocks and quantifying them as a percentage without
interpretation at the primary processing stage. Responses
were evaluated using the percentage analysis method,
where each response option was translated as a percentage
of the total number of respondents separately for boys and
girls at two stages of the study. The results were interpret-
ed as follows: 0-20% — low level of occurrence or influence;
21-40% - moderate level; 41-60% — medium/significant
level; 61-80% — high level of influence; 81-100% - very
high, dominant level. Comparison of indicators between
boys and girls at each stage of the study was carried out
using the non-parametric Mann-Whitney U-test, which was
used as a tool for analysing differences between independ-
ent samples. Comparison of results between the beginning
and end of the academic year within the same group of re-
spondents was carried out using the Wilcoxon signed-rank
test, which determined statistically significant changes in
the levels of manifestation of gender stereotypes and moti-
vational characteristics of professional choice.

A factor analysis of the social determinants of gender
stereotypes in the professional choice of students was car-
ried out based on the results of a survey of grades 11, previ-
ously encoded in numerical variables on a scale of intensity
of manifestation from 1 to 3. To identify the latent data
structure, the Principal Component Analysis method was
used, followed by Varimax rotation to clarify factor loads
and improve the interpretability of the results. The number
of factors was determined by the criterion of Eigenvalue
>1, which allowed identifying the main social factors of
influence (family, educational, social and communication,
normative, and imaginary). The questionnaire questions
were grouped according to the criteria of family influence,
school environment, peer influence, gender attitudes, and
professional intentions, the answer options were encoded
on an ordinal intensity scale from 1 to 3, and the results of
the two stages of the survey were compared to analyse the
dynamics of changes in respondents’ responses. The aver-
age ranks were calculated separately for each comparison
group, after which the Mann-Whitney U-test was applied
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with the calculation of the Z-value to determine the statis-
tical significance of differences between the samples.

The comparative interpretation method was used at
the final stage of the study and provided for comparing
the motivational attitudes of boys and girls, and analys-
ing the role of school in overcoming gender stereotypes
in professional self-determination. Within the framework
of this stage, a generalising interpretation of the obtained
data and the development of logical generalisations on the
areas of improving career guidance work in educational in-
stitutions of Uzbekistan were carried out. Limitations of the
study were related to sample selectivity, since the survey
only covered students from individual schools, which may
affect the generalisability of the results.

B RESULTS

Gender stereotypes in the choice of professions remain
a stable social phenomenon, which is confirmed by data
from international organisations and large-scale empiri-
cal studies. They manifest themselves in the uneven rep-
resentation of men and women in different professional
fields, primarily in STEM areas. According to the World
Economic Forum’s Global Gender Gap Report 2024, wom-
en make up about 28.2% of employees in the STEM sec-
tor, while in non-STEM areas their share is higher, about
47.3%, which indicates persistent professional segregation
(World Economic Forum, 2024). In addition, the same re-
port highlights that the gender gap increases at higher ca-
reer levels: the proportion of women in STEM leadership
positions is approximately 12-17%, while in non-STEM
industries it is higher, which confirms the so-called “drop
to the top” effect, when women gradually drop out of the
career hierarchy.

The OECD (PISA-based analysis of career expecta-
tions) (OECD, 2025) gender differences are formed as ear-
ly as the age of 15. On average, in OECD countries, only
10-15% of girls expect to choose STEM professions, while
among boys, this figure is about 15-25%, depending on the
country and sub-sector. Girls’ particularly low interest is
observed in the IT sector (Information Technology), where
their share in professional expectations is several times less
(OECD, 2025). The OECD also notes that even among stu-
dents with high (approximately 600+ points) scores in
mathematics and science, the gender gap in professional
intentions persists, indicating the influence not only of ac-
ademic abilities, but also of social expectations and ste-
reotypes. This phenomenon is explained by the fact that
professional decisions are formed under the influence of
family, school, and media, which consolidate the idea of
“male” and “female” professions. For example, UNESCO’s
report on gender equality in education also highlights
that women make up approximately 35% of STEM grad-
uates worldwide, and this figure has remained virtually
unchanged in recent years (2020-2025) (UNESCO, n.d.).
The organisation emphasises that early socialisation and
the educational environment are factors in the develop-
ment of stereotypes, where girls are more likely to receive
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signals about the “complexity” or “atypical” technical pro-
fessions for women.

Gender stereotypes have a pronounced psychologi-
cal dimension and influence educational and profession-
al elections even in countries with a high level of gen-
der equality. In particular, the study by R.E. O’Dea et
al. (2018), published in the journal Nature Communica-
tions, analysed data from a large number of countries (in
particular, the Nordic countries, Western Europe, North
America, and East Asia, including Finland, Norway, Swe-
den, the Netherlands, Canada, etc.) that are characterised
by high rates of gender equality. The researchers found
that even with equal access to education and high aca-
demic achievements of girls in mathematics and natural
sciences, there is still a gender gap in the choice of STEM
specialities. This phenomenon is explained not so much by
differences in academic abilities or educational opportu-
nities, but by the influence of social expectations, cultural
norms, and stereotyped ideas about “male” and “female”

professional roles formed at the level of the family, school
and society as a whole. Thus, international studies show
that gender stereotypes in the choice of professions are
systemic in nature and manifest themselves at all levels of
the educational and professional trajectory. They influence
the development of professional expectations in school,
determine educational choices, and reproduce gender seg-
regation in the labour market, especially in STEM, which
requires targeted educational and policy interventions to
overcome them. Gender stereotypes influence the choice
of profession, as they form individual ideas about “accept-
able” and “unacceptable” professional roles for women
and men even at the stage of childhood and school edu-
cation. Under the influence of social expectations, young
people choose educational and professional trajectories
that meet traditional gender norms, which contributes to
maintaining professional segregation in the labour market.
The results and associated risks of professional choice are
summarised in Table 1.

Table 1. Influence of gender stereotypes on career choice

Indicator Per(zﬁ/?)t age Risks in choosing a profession
Faced with gender stereotypes 46 Early formation of narrow-minded views on “acceptable” and “inappropriate”
in childhood professions for women and men; a reduction in career aspirations whilst still at school
Have not encountered gender 44 Higher probability of free professional self-determination and choice
stereotypes of atypical (in particular STEM) areas
Poor awareness of the influence of the social environment on professional choice,
Do not know/not sure 11 ; i -
the risk of uncritical reproduction of stereotypes
Stereotypes negatively affected 51 Rejection of STEM and highly profitable professions, underestimation
career choices of professional expectations, restriction of career mobility
Stereotypes negatively affected 48 Cutting off key educational trajectories (mathematics, physics, IT),
the choice of school subjects which further restricts access to technical and scientific professions
Stereotypes have negatively affected 47 Consolidation of the traditional division of labour that affects the choice
family roles of “gender-typical” professions (care, education vs engineering, technology)
Stereotypes have negatively affected 44 Development of social expectations that indirectly limit professional decisions
personal relationships due to environmental pressure
Stereotypes have influenced 45 Interiorisation of gender norms defining “suitable” and “unsuitable” professions
perceptions of gender roles
Stereotypes negatively affect the 50 Supporting occupational segregation of the labour market
perception of gender roles in society and maintaining unequal access to STEM
Stereotypes influence the choice 45 Limiting the academic profile, reducing the chances of admission to technical
of subjects in school and natural specialities
Stereotypes influence young people’s 46 Early elimination of career options, the development of narrow career paths
career choices
Stereotypes affect child care 47 Strengthening the gender <;11y1510n of lal?our, whlch affects the choice
of less prestigious or flexible professions
Support for government measures 46 Potential reduction of barriers to access to equal educational
against stereotypes and professional opportunities
Do not surlr)lgglsrflrg:svernment 19 Maintaining structural gender barriers in professional self-determination
Neutral /undecided 35 Lack of public pressure to change stereotypes, which slows down gender equality
in professions

Source: compiled by the author based on Survation (2019)

The analysis of the results showed that gender stere-
otypes are one of the socio-cultural factors in the devel-
opment of educational and professional trajectories. Their
influence goes beyond the direct choice of profession and
covers the system of values, life priorities, and social expec-
tations that determine the process of professional self-de-
termination. As a result, professional choice is often made
not only in accordance with the interests, abilities and
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potential of the individual, but also under the influence of
socially fixed ideas about gender roles.

The data also indicate the need to strengthen measures
aimed at creating a gender-neutral educational environ-
ment and expanding opportunities for professional choice
regardless of gender. Overcoming stereotypes at the stage
of school education can contribute to more reasonable pro-
fessional self-determination of young people, increase the
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availability of various educational areas, and reduce the Table 2 shows the results of a survey at the beginning of

manifestations of gender segregation in the labour market.  the school year among the 11 grade students.

Table 2. Results of a survey at the beginning of the school year among the 11* grade students

Questions/possible answers ]igz)s (E(I,/l;l)s
1. Have you ever encountered statements about “male/female” professions?
Yes, often 38 45
Sometimes 42 40
No 20 15
2. Who most often expressed such stereotypical statements?
Parents / family 30 35
Teachers 18 20
Peers 22 18
Mass media 15 12
Social networks 10 10
Not encountered 5 5
3. Did family advice affect your perception of “female” and “male” professions?
Yes, to a large extent 35 40
Partially 45 42
No 20 18
4. Did the school discuss gender roles in choosing a profession?
Yes, regularly 18 22
Sometimes 40 38
No 42 40
5. Did you feel different attitudes of teachers towards boys and girls in your choice of subjects
(for example, mathematics or literature)?
Yes 32 36
No 40 38
I did not pay attention 28 26
6. Were you encouraged at school to choose STEM subjects regardless of gender?
Yes 30 28
Partially 40 42
No 30 30
7. Do social media influence your ideas about “male” and “female” professions?
Yes, strongly 28 35
Partially 42 40
No 30 | 25
8. Do you agree with the statement that society creates different expectations about professions for boys and girls?
Completely agree 35 40
Partially agree 40 38
Disagree 25 22
9. Do you think that fathers are more supportive of their sons in technical professions and their daughters in humanities?
Yes 40 45
No 35 | 30
Hard to say 25 25
10. Do peer opinions influence your choice of profession based on gender perceptions?
Yes 32 38
Partially 40 40
No 28 22
11. Did you feel pressured to choose a “typical” profession for your gender?
Yes 30 42
No 35 | 28
Sometimes 35 30
12. Do you think that gender stereotypes limit the choice of professional trajectory of young people?
Yes 45 50
No 20 18
Hard to answer 35 32
13. What is the main motive for you when choosing your future profession?
High wages 32 28
Personal interest in the activity 30 | 38
Prestige of the profession 12 10
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Table 2. Continued

Questions/possible answers ]igz’)s (étl,/l; l)s
Parents’ advice 10 12
Career opportunities 16 12
14. How important is it for you that your future profession matches your abilities and talents?
Very important 48 55
Important 32 28
Not very important 12 10
Does not matter 8 7
15. Does the possibility of self-realisation affect your choice of profession?
Yes, it is crucial 40 45
Yes, but partially 35 38
No 15 10
Hard to say 10 7

Source: compiled by the author based on the survey conducted

Based on the results of the analysis at the beginning
of the school year, it was found that students were under
the systemic influence of gender stereotypes regarding
professional choice, which were integrated into the dai-
ly social and educational environment. The most signifi-
cant source of forming such ideas was the family, while
the school environment and the media space played an
additional, but less decisive role. In most cases, it was
the family guidelines that set the primary guidelines for
“typical” male and female professions, which was gradu-
ally fixed in the individual professional ideas of students.
School practice was characterised by the episodic nature
of discussing gender roles without systematic career guid-
ance, which limited the possibilities of critical rethinking
of stereotypes. Additionally, social pressure was recorded
to choose professions that meet traditional gender expec-
tations, which contributed to the consolidation of ideas

about unequal support for various educational and career
areas. Together, these factors established a stable system
of stereotypical attitudes at the start of the school year,
which even then significantly influenced the education-
al and professional intentions of students and limited the
range of their professional choices. Simultaneously, the
results of the initial stage of the survey showed that the
motivational structure of professional choice was already
characterised by a combination of external and inter-
nal factors, where, along with the orientation to wages
and social prestige, the significance of personal interest,
abilities, and prospects for self-realisation was gradually
traced, which indicates the presence of an internal mo-
tivational basis for professional self-determination even
under the influence of stereotypical ideas. Table 3 shows
the results of a survey at the end of the school year among
the 11* grade students.

Table 3. Results of a survey at the end of the school year among the 11" grade students

Boys | Girls

Questions/possible answers (%) | (%)

1. Have you ever encountered statements about “male/female” professions?

Yes, often 45 60
Sometimes 35 30
No 20 10
2. Who made such statements most often?
Parents/family 35 40
Teachers 20 22
Peers 20 18
Mass media 15 12
Social networks 10 6
Not encountered 0 2
3. Did family advice affect your perception of “female” and “male” professions?
Yes, to a large extent 40 50
Partially 40 38
No 20 12
4. Did the school discuss gender roles in choosing a profession?
Yes, regularly 22 28
Sometimes 40 42
No 38 30

5. Did you feel different attitudes of teachers towards boys and girls in your choice of subjects
(for example, mathematics or literature)?

Yes 38 45
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Table 3. Continued

Questions/possible answers ]i%s (E(I,/l; l)s
No 35 30
I did not pay attention 27 25
6. Were you encouraged at school to choose STEM subjects regardless of gender?
Yes 32 30
Partially 40 42
No 28 28
7. Do social media influence your ideas about “male” and “female” professions?
Yes, strongly 35 45
Partially 40 38
No 25 17
8. Do you agree with the statement that society creates different expectations about professions for boys and girls?
Completely agree 40 48
Partially agree 38 37
Disagree 22 15
9. Do you think that fathers are more supportive of their sons in technical professions and their daughters in humanities?
Yes 45 55
No 30 25
Hard to say 25 20
10. Do peer opinions influence your choice of profession based on gender perceptions?

Yes 38 45
Partially 40 38
No 22 17

11. Did you feel pressured to choose a “typical” profession for your gender?
Yes 40 55
No 30 20
Sometimes 30 25

12. Do you think that gender stereotypes limit the choice of professional trajectory of young people?

Yes 50 60
No 18 12
Hard to answer 32 28

13. What is the main motive for you when choosing your future profession?
High wages 28 22
Personal interest in the activity 35 45
Prestige of the profession 10 8
Parents’ advice 12 10
Career opportunities 15 15

14. How important is it for you that your future profession matches your abilities and talents?

Very important 55 62
Important 30 25
Not very important 10 8
Does not matter 5 5

15. Does the possibility of self-realisation affect your choice of profession?
Yes, it is crucial 48 55
Yes, but partially 32 30
No 12 10
Hard to say 8 5

Source: compiled by the author based on the conducted research

At the end of the school year, there was an increase
in manifestations and awareness of gender stereotypes in
the professional choice of students, which was reflected
in the increase in the frequency of contacts with stere-
otypical statements and the expansion of their sources
in the social environment, primarily at the expense of
family, peers, educational environment, and social net-
works, while the influence of parental attitudes and dif-
ferentiated expectations regarding “female” and “male”
professions increased, the share of students who felt
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pressure to choose a gender-typical career increased,
and awareness of inequality of professional opportuni-
ties increased, which generally indicates a simultaneous
increase in both the social influence of stereotypes and
critical reflection on them in the process development of
professional orientations. Additionally, it was established
that the motivational aspects of professional choice grad-
ually shifted towards internal factors, in particular, the
role of personal interest and the desire for self-realisation
increased, while the influence of external determinants
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(family advice, social prestige) acquired a more indirect
character. Table 4 presents the results of a comparative

statistical analysis of gender differences between boys
and girls.

Table 4. Comparative analysis of gender differences by criteria

Indicator Comparison groups N (Boys/girls) Avgssii;znk Avo.fe;lz}gg?rlignk U Z P
of ge%‘éirrailtgggtlypes (bggiylfn‘i’; gg/‘gf o 50/50 46.3 54.7 165.4 | -2.91 p <0.01
Family influence (bggf’;n‘i’fl gg/‘grf O 50/50 47.8 53.2 178.2 | -2.34 p < 0.05
School influence (bggg’lfn‘i’; gg/lzllf D 50/50 48.5 52.5 190.6 | -2.11 |p < 0.05
Peer influence (bg‘g)iyrfn‘i’fl gg/lzlrf " 50/50 49.2 51.8 172.8  -2.27 |p <0.05
ngsesc‘;gi%frﬁfgggiir‘ (bggiyrfn‘i’fl gg/‘gf " 50/50 44.6 56.4 150.3  -3.05 |p < 0.01

Source: compiled by the author based on the survey conducted

The most pronounced differences were recorded in
the pressure indicator of the gender-typical profession
(U = 150.3; p < 0.01), and in the overall level of gen-
der stereotypes (U = 165.4; p < 0.01), which indicates
a different intensity of perception of social expectations
in the two groups. The influence of family, school, and
peers also showed statistically significant differences
(p < 0.05), which confirms the systemic nature of so-
cial development of professional orientations. Within
the framework of the presented analysis, the results of
only intergroup comparison (boys vs girls) performed

using the Mann-Whitney U-test were presented, which
allowed identifying statistical gender differences for all
the studied indicators (p < 0.05-0.01). The results show
that gender stereotypes remain a stable factor in influ-
encing the choice of professional trajectory and have
different effects on boys and girls in the process of their
educational development. The comparison of changes in
indicators between the beginning and end of the school
year was carried out separately using the Wilcoxon
signed-rank test for dependent samples, the results are
presented in Table 5.

Table 5. Dynamics of changes in indicators according to the Wilcoxon criterion

Indicator N Average before Average after Z P
General level of stereotypes 100 41.2 47.6 -2.89 p <0.01
Family influence 100 38.5 44.8 -2.41 p <0.05
School influence 100 36.9 42.3 -2.12 p <0.05
Peer influence 100 39.4 45.1 -2.33 p < 0.05
Pressure of the gender profession 100 37.8 46.9 -3.07 p <0.01

Source: compiled by the author based on own research

The comparison of changes in indicators between
the beginning and end of the school year was carried
out separately using the Wilcoxon signed-rank test. The
results of the analysis showed statistically significant
changes in all the main indicators: the general level of
gender stereotypes (Z = -2.89; p < 0.01), family influ-
ence (Z = -2.41; p < 0.05), school influence (Z = -2.12;

p < 0.05), peer influence (Z = -2.33; p < 0.05), and
the level of pressure of the gender-typical profession
(Z = -3.07; p < 0.01), which indicates the presence of
reliable dynamics changes within the study sample.
Table 6 presents the results of a factor analysis of the
social determinants of gender stereotypes in students’
professional choice.

Table 6. Results of factor analysis of social determinants of gender stereotypes in students’ professional choice
. . Factor . Percentage of | Reliability .
Factor Indicators (survey variables) loads Eigenvalue variance (%) | (Cronbach a) Interpretation
family advice on the profession; Dominant factor
Family and support for “typical” professions; in the formation of
normative parental expectations 0.74-0.86 3.42 28.5 0.84 primary professional
influence (paragraphs 3, 9 attitudes through family
of the questionnaire) socialisation
Educational and | teacher attitudes; promotion of co]r)ri‘é(:ilgrlz Igfenzgger
pedagogical | STEM; discussion of gender roles | 0.69-0.82 2.61 21.7 0.81 note
- . perceptions in the
influence in school (p.4, p.5, p.6) ) .
learning environment
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Table 6. Continued

. . Factor . Percentage of | Reliability .
Factor Indicators (survey variables) loads Eigenvalue variance (%) | (Cronbach a) Interpretation
Social and social network influence; mass sterEf)(t)adgsaiﬁll}fu h
communication | media influence; peer influence |0.71-0.83 2.18 18.4 0.79 digi yP &
. igital and group
influence (p.7, p.10) .o
communications
Regulatory and | pressure of a “typical profession”; Interiorisation of social
institutional public expectations; restriction | 0.73-0.88 1.95 16.2 0.83 norms and gender
pressure of choice (P.8, p.11, p.12) expectations
Residual factor ague answers. “hard to sav” Individual differences
(individual vag Wers, - nar Y l0.41-058| 1.02 9.6 0.71 in the perception
1 s partially
variability) of stereotypes

Source: compiled by the author based on own research

The results of factor analysis showed that the struc-
ture of the influence of gender stereotypes in students’
professional choice is determined by five main factors,
among which family and normative influence dominates
(Eigenvalue = 3.42; 28.5%; a = 0.84), which reflects the
leading role of the family in the development of primary
professional attitudes. The second most important factor
is the educational and pedagogical factor (2.61; 21.7%;
a = 0.81), which characterises the influence of the school
environment and pedagogical practices on the consolida-
tion or correction of gender representations. Social and
communication influence (2.18; 18.4%; a = 0.79) demon-
strates the role of social networks, media, and peers in
broadcasting stereotypical behaviours, while regulatory
and institutional pressure (1.95; 16.2%; a = 0.83) reflects
the interiorisation of social expectations and professional
constraints. The residual factor (1.02; 9.6%; a = 0.71) in-
dicates the presence of individual differences in the percep-
tion of gender stereotypes and the variability of students’
responses. In general, the results obtained confirm the sys-
temic nature of the influence of the social environment on
the professional orientations of young people.

Analysis of the results of the study showed that moti-
vational differences between boys and girls are pronounced
and reflect the different influence of the social environ-
ment on professional self-determination. Among boys, the
focus on technical and economic areas prevails (52-58%),
while girls are more likely to choose social, pedagogical,
and medical specialities (49-55%). Interest in STEM areas
also differs: for boys, it is 28-35%, for girls 18-24%, which
confirms the preservation of gender asymmetry in profes-
sional intentions. The development of such differences is
influenced by family attitudes (45-50%), the school envi-
ronment (38-42%) and social networks (35-45%), which
reproduce individual ideas about “traditional” male and
female professional roles.

Improving career guidance in schools in Uzbekistan re-
quires a comprehensive approach aimed at creating equal
professional opportunities regardless of gender. It is neces-
sary to systematically introduce a gender-neutral approach
to informing students about the professional world, where
all areas are presented without dividing into “male” or “fe-
male”. An important role is played by expanding the prac-
tical component of career guidance through meetings with
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representatives of various professions, career consulta-
tions, master classes, and interactive classes that allow de-
stroying stereotypical ideas through real experience. Spe-
cial attention should be paid to preparing teachers to work
with gender-sensitive approaches, since it is the teacher
who largely forms the educational guidelines of students.
It is also advisable to actively use digital resources and me-
dia tools to demonstrate various professional behaviours,
which will help to expand students’ understanding of pos-
sible career trajectories and reduce the influence of stereo-
types on their choice.

It is advisable to implement the results of the study
in school practice through a systematic modernisation of
career guidance work, considering gender sensitivity. First
of all, schools should integrate elements of a gender-neu-
tral approach into academic subjects and extracurricular
activities, ensuring an equal representation of professions
without dividing into “male” and “female”. An important
area is the organisation of regular career guidance meet-
ings with representatives of various fields of activity, in
particular STEM, humanities, and social professions, which
allows students to form realistic ideas about career oppor-
tunities. It is advisable to conduct trainings and workshops
for teachers to recognise and overcome gender stereotypes
in the educational process, since pedagogical attitudes di-
rectly affect the choice of students. Schools should also use
digital career guidance platforms, interactive tests, and on-
line resources to expand access to information about pro-
fessions and reduce the influence of social stereotypes. An
effective tool is the creation of school projects and career
development clubs, where students can practically explore
various professional areas. Additionally, it is necessary to
involve parents in career guidance activities to reduce the
influence of family stereotypes and create a coordinated
environment to support professional choice.

H DISCUSSION

The choice of professional trajectory in the education sys-
tem was determined by a combination of individual, social,
and institutional factors, and gender remained one of the
factors influencing educational and professional decisions.
Professional intentions were formed not only under the
influence of personal interests, but also depending on the
expectations of the educational environment, social norms,
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and available opportunities for professional development.
The results obtained are consistent with the conclusions of
B. Belfi et al. (2024), who showed that educational experi-
ence and social background influence further professional
trajectories of graduates. The established patterns confirm
that the educational environment creates prerequisites for
further professional self-determination and career choice.
Gender stereotypes in professional choice are systemic
in nature and are formed under the influence of family,
school, and social environment. They consolidate the idea
of “male” and “female” professions even at the stage of
school education. The results are consistent with the pro-
visions of M. Danckers et al. (2024), who characterised the
educational path of representatives of gender and sexual
minorities in medical education. The inclusivity of the ed-
ucational environment affects confidence in professional
choice and further career intentions.

A sense of support and acceptance in the education-
al environment is an important psychological resource
that contributes to the development of more conscious
professional intentions and increased readiness for long-
term career development. Simultaneously, approximate-
ly 51% of respondents noted the negative influence of
gender stereotypes on their own choice of professional
trajectory, which is most often manifested in the rejec-
tion of STEM-directions and highly profitable professions
in favour of socially “expected” educational and career
models. The results obtained are consistent with the con-
clusions of U. Izzati et al. (2023), who established the re-
lationship between socio-demographic characteristics and
the level of professional well-being of teachers, emphasis-
ing the importance of the social environment in the de-
velopment of satisfaction with professional activities. The
identified patterns suggest that the influence of gender
stereotypes is not limited to the stage of primary profes-
sional choice, but has a long-term effect, indirectly deter-
mining further professional adaptation, career stability,
and the level of professional satisfaction. The results cor-
relate with data by M. Garai-Fodor et al. (2023), who es-
tablished differences in the professional priority systems
of different groups of employees. It was confirmed that
the criteria for choosing a profession differ depending on
gender, and expectations for future work. More than 48%
of students indicated the influence of stereotypes on the
choice of school subjects. This limits further educational
opportunities and professional trajectories. The identified
trends are consistent with the findings of D.R. Galos &
S. Strauss (2023), who showed an increase in the role of
material motivation among women who choose areas of
training that are not typical for their gender.

The family is one of the main sources of gender per-
ceptions, which was confirmed by indicators up to 50%. It
is parental expectations that often determine the primary
professional guidelines. The results correlate with data of
S. Hoidn & V. §t’astn}’1 (2021), who examined the rela-
tionship between vocational education and performance
in the labour market. Perceptions of future employment
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and professional prospects influence the choice of educa-
tional trajectory regardless of gender identity. The results
obtained are consistent with the conclusions of E. Myint
& R. Robnett (2024), who established a link between
academic motivation, academic identity, and the desire
for a STEM career. The identified features confirm that
gender differences in professional intentions are partly
explained by the level of educational motivation and per-
ception of own competencies. Social networks and peers
also have a significant influence on the development of
professional ideas (35-45%). They reinforce or translate
existing stereotypical patterns. The results are consistent
with the study by A. Peng et al. (2021), who revealed the
spread of gender stereotypes about women’s professional
activities. The identified patterns confirmed that social
perceptions continue to influence professional self-deter-
mination and career opportunity assessment. The data
obtained are consistent with conclusions of M. Ryan &
T. Morgenroth (2024), who emphasised the role of the
environment in shaping women’s career trajectories. The
established results confirmed that professional choice de-
pends not only on personal characteristics, but also on
the conditions in which professional self-determination is
carried out. The results are consistent with the data of
M. Khan et al. (2024), who examined barriers to women’s
career advancement in higher education institutions. The
identified trends have shown that ideas about future pro-
fessional prospects are formed under the influence of the
perception of career development opportunities. Aware-
ness of existing limitations or opportunities for profession-
al growth affected the choice of educational direction and
further career intentions. The results obtained are also in-
dicated in the conclusions of V. Lau et al. (2022), who ex-
amined mechanisms for gender equality in the profession-
al sphere. The identified patterns confirmed the need to
create educational conditions that can expand the range
of professional choices for applicants for education. This
correlates with the data of J. Sperling et al. (2024), who
demonstrated the influence of educational programmes
on the professional self-esteem of engineering students.
Development of self-confidence helps to overcome gender
constraints during professional choices. The results ob-
tained were highlighted by D. Tokbaeva & L. Achtenha-
gen (2021), who described the professional sustainability
of women in the IT field. Gender barriers do not always
become an obstacle to professional self-realisation if there
is sufficient motivation and support.

The willingness to overcome difficulties and adapt
to the requirements of the professional environment is
an important factor in expanding professional choice and
propensity for non-traditional educational and career
trajectories. Approximately 45-47% of respondents not-
ed that gender stereotypes significantly affect their ideas
about the social roles of men and women, which, in turn,
supports the reproduction of the traditional distribution
of professions between genders and restricts the choice
of STEM directions for certain groups of students. The
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results obtained are consistent with the conclusions of
D. Young et al. (2022), who found that expectations about
professional work-life balance significantly affect profes-
sional orientation and level of engagement in the IT in-
dustry, especially among young professionals of different
gender groups. In addition, the identified trends corre-
late with the findings of A. Vansoeterstede et al. (2022),
who proved that the level of emotional exhaustion and
psychological stress is directly related to confidence in
professional choices and willingness to make difficult
career decisions. Taken together, this suggests that psy-
chological stability and a subjective sense of well-being
are indirect but significant determinants of professional
self-determination of young people. This data was ob-
tained by S. Verdugo-Castro et al. (2023), who identified
the factors of the gender gap in the STEM sector. The
identified features confirmed that stereotypical percep-
tions and limited representation of women in certain in-
dustries continue to influence the professional intentions
of applicants for education. About half of the respondents
(50%) agreed that society forms different expectations for
boys and girls. This confirms the sustainability of gender
norms in the minds of young people. This is consistent
with the conclusions of J. Weinstein et al. (2021), who
examined the gender characteristics of educational lead-
ership. Professional orientations are formed under the
influence of existing examples of career implementation
of representatives of different genders. The results are
consistent with data of C. Xu et al. (2023), who exam-
ined gender differences when choosing a university spe-
ciality. The results obtained confirmed that professional
decisions are made under the influence of a complex of
factors, among which academic interests, social expecta-
tions, and ideas about the future career occupy a leading
place. Thus, the results showed that the choice of pro-
fessional trajectory was determined by a combination of
personal, social, and educational factors, among which
gender remained one of the influential factors. The data
obtained confirmed that the development of professional
intentions was influenced by motivation, the educational
environment, social expectations, and ideas about future
opportunities for professional implementation.

M CONCLUSIONS

The analysis of the results showed that gender stereo-
types in the choice of profession are stable and systemic
in nature and are manifested in an uneven distribution
of professional interests between boys and girls, espe-
cially in technical and natural areas. In the process of
professional self-determination, there is an early de-
velopment of gender differentiated expectations, which
limits the range of educational and career choices and
contributes to the consolidation of traditional ideas
about “male” and “female” professions. The influence
of the family, school, and social environment acts as a
mechanism for reproducing these attitudes, determin-
ing educational trajectories even at the stage of school
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education. An analysis of the results showed that 46%
of respondents encountered gender stereotypes in child-
hood, which is associated with the early development of
limited professional ideas, while 51% noted the negative
influence of stereotypes on career choices, including re-
jection of STEM and highly profitable areas. About 48%
of students indicated the influence of stereotypes on the
choice of school subjects, and 45-47% - on their role in
shaping ideas about gender roles, family responsibilities,
and professional expectations. Half of the respondents
(50%) noted a negative influence on public perception
of gender roles, which supports professional segregation,
while 46% supported the need for government measures
against stereotypes. In general, the results confirm the
systemic influence of gender attitudes on the educational
and professional choice of young people.

The results of the study showed an increase in the in-
fluence of gender stereotypes during the school year: the
proportion of students who often encountered them in-
creased to 45% among boys and 60% among girls, and the
rate of absence of such cases decreased to 20% and 10%.
Simultaneously, the influence of the family has increased
to 40-50%, social networks to 35-45%, and the pressure of
the “typical profession” to 40-55%, which increases exter-
nal restrictions on professional choice. Statistical analysis
confirmed the presence of significant gender differences,
especially in terms of social pressure (p < 0.01), which is
more pronounced in girls. Factor analysis showed the lead-
ing role of family influence (28.5%) and the educational
environment (21.7%), which together form the main pro-
fessional attitudes. The obtained data indicate the systemic
nature of the influence of social factors on the professional
orientations of young people.

It is important to develop practice-oriented forms
of work, in particular, meetings with specialists in vari-
ous industries, career guidance consultations, and mas-
ter classes that allow breaking down stereotypes through
real experience. It is also advisable to increase the level
of training of teachers in the field of gender sensitivity
and use digital resources to expand access to information
about professions. Additionally, it is necessary to involve
parents in career guidance work to reduce the influence
of family stereotypes and ensure equal conditions for stu-
dents’ professional self-determination. The prospects for
further research are to expand the sample, compare re-
gional characteristics and in-depth study of the mecha-
nisms of influence of gender stereotypes on professional
self-determination of young people.
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Bunum 6epyy cucteMacbiHOa KeCUNTUK TPAeKTOPUSAHDI
TaHOOOHYH reHaepAUK e3revyeniyKTepy

NynHosa Ucmaunosa

WUnvMmpaepauH NOKTOpy, mpodeccop

JIYAHOJIYK S5KOHOMIKA XaHa JUIIOMATHS YHUBEPCUTETU
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AHHoTauMA. V3111e6HYH MaKCaThl OKYy4yIapAblH KECUIITHK 63 aJIIbIHYA aHBIKTAJTyyCyHAa reHAEPANK CTEPEOTUNITePANH
TUHTU3TeH TaaCHUPHUH aHBIKTOO OOJIyn caHasiaT. VI3WIIeeHYH METOJOJIOTHACH CTAaTHUCTHKAJIBIK TaJ00HY, TaliKeHT
maapbiHAarel TepT MektenTwuH (Ne 110, No 17, Ne 81 xama Ne 145 wmekrtentepuHuH) 11-kimaccrapeiHeiH 100
OKYYYyCYHYH KaTBIIyYCYH/Ia XYPrY3YJIr'6H CypPaMXbLIOOHY, (paKTOPAYK TaJJOOHY, OLIOHJOH 3JIe CAJIBIIITRIPMA XaHa
VHTEPIPETALVAIBIK BIKMaIapbl KaMThIAb. Kecun TaHAOOAOrY TeHJepAuK CTepeoTUnTep YH-OyJIeHYH, 6uinM Gepyy
YOUPOCYHYH XaHa KOOMAYK HOpMaJsapAblH TAaCUPU aCTBIHJA KaJIbIITAHTaH, XaIITAapJblH KbI3Jap XaHa Oangap y4yH
“BUTAMIBIKTYY” [eIll 3CeNTesIreH KEeCUNITUK POJIAOP Tyypaslyy TYMIYHYKTODYH AHBIKTaraH TYPYKTYY COLMAJIIBIK Ke3
KapamrTap KaTapsl Kapajjbl. By crepeoTuntep MekTenTe OWIMM ajlyy Me3rwinHzAe Oekemzaenun, 6uinM 6epyy kaHa
KECUNTHK HUeTTEepAUH TY3YJIYIIYHO Taacup 3TYY MEHEH KeCHIl TaHJOOHYH ap TYPAYYJIYI'YH YeKTelT. CTaTHUCTUKAIBIK
MaaJibiMaTTap KepCOTKeHAeH, OKyyuysjaapAblH 46 % reHOepAuK cTepeoTunTepre 6ajia Ke3MHEH 3Jjie Tyl OOJIyIIKaH,
an sMu 51 % anapAbiH KejedeKTerd KecUuIITH TaHAooro, avipeikda STEM GarbiTTapeiHaH 6aml TapTyyra Tepc TaacHUpHH
OesnrusiemikeH. PecrioHieHTTEepAVH 00JDKOJI MeHeH 48 % cTepeoTUNTEepAVH MeKTell IpeAMeTTePHUH TaHAOOr0 TaaCUupUH
KOPCOTYIIKOH, ajl 3MU 45-47 % anapAblH reHJepAUK POJIAOP XaHa YH-OyJIesyK MUIAETTep )KOHYHe TYIIYHYKTOPAYH
KaJIBINTAHBIIBIHAATE POJIyH Oesruiemked. CypaMXXbLIOOro KaThIIKaHAapAbiH 50 % cTepeoTUnTep KecUNTepOu
KOOMJYK KaObLI ajyyra Taacup 3TepuH Oesruienice, 46 %bl cTepeOTUNTEPAU XeHYYy OOI0HYa MaMJIEKETTUK CascaTThl
’kaHa OwinM Gepyy JeMuresieprH aHJaH apbl ©HYKTYPYYHY KOJIIOIIKOH. VI3MJII®eHYH XKBIMBIHTHIKTAPH OIIOHAOMN
aJie yii-6ysieHyH Taacupu 40-50 % delinH, conMaJAbIK TapMaKTapAblH Taacupu 35-45 % uelinH xaHa “TUNTYY Kecun”
TyypaJlyy TYIIYHYKTOpAYH OaceiMbl 40-55 % 4YelMH KY4ereHYH KepceTTy. ByJl KepyHYII ©3redye KbI3gapAblH KeCHIl
TaHA0O0 MYMKYHUYYJIYKTODYH YeKTeHT. Yuryra GallJIaHbIITYyy KECHUNTHK OarslT Gepyy HINTepu TeHJepAuK >XaKTaH
OeliTapan OnnM 6epyy 4elpecyH TY3Yyre, ap TYPAYY KeCUNTHK TpaeKTOPHUsIapAbl KOpCOTYY apKbUIyy CHCTEMAaIyy
po¢OpHUEHTANVAIIBIK UIT-9apaIap/bl YIOUITYPYyTa XaHa ap KaHJal TapMaKTapAbH aJUCTEPUH TapTyyra GarbITTaIbIIIbL
KepeK. M3MI@eHYH NPaKTUKAJIBIK MAaaHUCH aHBIH JXbIMBIHTHIKTAPBIH JXaJIbl OpTO OmiauM 6epyy MeKeMeJIepUHHH
aIMUHHUCTPANVATIAPE, MEKTell MCHUXOJIOTAOPY XaHa MyrajuMJep OKyydyjaap MeHeH XYPry3yJayydy KeCHUNOTHK OarbIT
6epyy MIITepUH epKYHAOTYYe NaijasaHa ajblIbHAa TypaT

Hernsru cespep: akageMUsIBIK XOHAOMOYYJIYK; XeKeue TYIIYHYKTOD; KeCHUNTUK Oareit Gepyy; YH-OyJIeHYH
TaacupH; COLMAJIABIK TapMaKTap
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NynbHo3a UcMmaunoBa

JlokTOp Hayk, npodeccop

YHUBEpPCUTET MUPOBOUN SKOHOMUKU U JUILIOMAaTUN

100007, npocn. MycTtakujuiuk, 54, r. TamkeHT, Y30eKucTas
https://orcid.org/0000-0002-2244-0299

AHHOTaUuUA. Lless nccieOBaHNUA 3aKJTI0YAJIACh B BRIABJIEHUU BJIUAHUA [€H/IePHBIX CTEPEOTUIIOB Ha IPOdeCcCroHaIbHOE
caMmoorpejiesieHre yqyamuxca. MeToJoJIorus UccaeJOBaHUA BKJIIOYAJIa CTaTUCTUYECKUH aHaJIUN3, aHKETHBIA ONpOC C
ygactueM 100 yuamuxcs 11-x kjgaccoB yeThipex mKoJ ropoma TamkenTa (mkosber No 110, Ne 17, No 81 u No 145),
dakTOpHBINI aHaIM3, a TaKXe CPAaBHUTEJIbHBIN U HWHTEPIPETAI[MOHHBIN MeTOABl. ['eHJepHble CTEePeOTUIs NP
BBIOOpe mpodeccuy paccMaTpUBAIMCH KaK YCTOMYMBBIE COLMAJIbHBIE YCTAaHOBKY, GOPMUpPYIOLIMECH MOJ BIUAHUEM
ceMbH, 06pa3oBaTeIbHON CPeAsl M COLMAJIBHBIX HOPM, ONpeesAnIINX NPeACTaBJIeHNU MOJIOEXN O «[IpUeMJIeMbIX»
npodeccuoHaNIbHBIX POJIAX AJIA IOHOIIEH U JeBylIeK. DT YCTAHOBKU 3aKPEIUIAITCA ellle Ha dTale IIKOJIbHOTO
o6pa3oBaHUA M MOTYT OKa3bIBaTh BJIMAHME Ha CTPYKTYypy 00pa3oBaTesibHBIX M MpodecCUOHAJIbHBIX HaMepeHUH,
OorpaHuuMBas BapHaTUBHOCTH NpodeccrnoHaapHOro Beibopa. CTaTucThueckre JaHHBIe ToKasasu, 94To 46 % yuamuxcs
CTaJIKUBAJINCh C TEHAEPHBIMH CTEPEeOTUNaMH ellle B AeTCTBe, a 51 % OTMeTH/IM UX HeraTHMBHOE BJIMSAHUE Ha BHIOOD
Oyayuieil nmpodeccuu, B 4aCTHOCTH, OTKa3 oT Bbeibopa HampasyeHuii STEM. Okosio 48 % pecnoHAeHTOB yKa3aju Ha
BJIMAHHE CTEPEOTUIIOB IIPU BHIOOPE HIKOJIBHBIX MPEJMETOB, TOra Kak 45-47 % OoTMeTHJIu UX pojib B GOpPMHPOBAHUU
NpeJiCTaBJIEHUI O TeHEePHBIX POJIAX M CEMEHHBIX 00513aHHOCTAX. [TosioBUHA onpomieHHbIX (50 %) moguepKHyIa BIUAHIE
CTEepeoTUNOB Ha 00ljecTBeHHOe BoclpuATUe npodeccuii, a 46 % BbICKa3anch B MOAAEPXKKY JaJbHENIIEro pa3BUTUA
rocyJapCTBEHHOU TOJIUTUKY 1 00pa30oBaTeJIbHBIX MHUITMATHUB, HAlPABJIEHHBIX HA TPE0oJIeHNe JAaHHBIX IeCTPYKTUBHBIX
YCTaHOBOK. Pe3ysibTaThl onpoca Takxe MOATBEPANIN yCcuaeHre BIuAHuA ceMbH (1o 40-50 %), coruanbHbIX ceTell (35-
45 %) u naBJyieHNsA, CBA3aHHOIO C [IPeJICTABJIEHUAMH O «TUIMMYHBIX» Tpodeccusax (40-55 %), yTo 0co6eHHO OrpaHNYNBAET
npodeccruoHaIbHBIN BHIOOp AeBylIeK. B ¢BA3M ¢ 5TUM HampapjeHUsA NpoPOopueHTALNOHHON pabOTHl JOJIXHBI OBITh
OpHEeHTHPOBaHH Ha (popMUpOBaHUe reHAepHO-HeHTpalbHON 06pa30oBaTeIbHON Cpelibl, CUCcTeMaTHUiecKoe IpoBejeHre
npodOpHeHTAOHHBIX MEPONPUATUH € AeMOHCTpanueldl pa3HOOOpa3HBIX MNpOGEeCcCHOHAJIBHBIX TPAeKTOPUH U
NpUBJIeYEeHNEM CIIeL[UAJINCTOB PAa3JIMYHBIX OTpacjeil. IlpakTuyeckas 3HAYUMOCTh HCCJIE[JOBAaHUA 3aKJIIOYAETCA B
BO3MOXHOCTH MCII0JIb30BAHUS €T0 Pe3yJIbTAaTOB aIMUHUCTPAIMUAME 00111e00pa30BaTeIbHbIX OPraHU3aMH, IKOJIbHBIMHU
[ICUXO0JIOTAMU U NefjaroraMu AJiA COBEPUIEHCTBOBAHUSA CUCTEMBI MPO(OPUEHTANNIOHHON PaboTH ¢ 00YYaIIUMUC
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Abstract. The relevance of the study is determined by the declining interest of schoolchildren in reading amid the
digitalisation of society, the competition between visual and textual information, and the specific features of Kyrgyzstan’s
multilingual and multicultural educational environment. The aim of the study was to identify current challenges in
developing schoolchildren’s reading culture and to substantiate pedagogical guidelines for its development in the
educational process. The study utilised an analytical method, a survey of 120 students in grades 7-9 in Bishkek, and
pedagogical modelling methods: the development of a structural model of schoolchildren’s reading culture and a system
of pedagogical guidelines aimed at developing it in a multilingual educational environment. It was established that the
key challenges in Kyrgyzstan remain digitalisation, clip thinking, declining reading motivation, competition from visual
content, and difficulties with reading in a multilingual environment. Survey results revealed that only 27% of students
read regularly, while only 31% are able to comprehend the problems of the text. The study revealed the predominance
of a functional-formal level of reading, with insufficient development of the value-based and reflective components.
The pedagogical guidelines substantiated include the development of intrinsic reading motivation, work with complete
literary texts, the formation of cross-cultural competence, and the use of analytical-interpretative reading. Comparative
reading of works of Kyrgyz and world literature, text interpretation based on cultural context, and dialogic discussion
were identified as effective mechanisms. The implementation of the proposed pedagogical guidelines contributed to the
transition from the formal assimilation of information to meaningful reading and to the formation of a stable reading
culture among schoolchildren in the multicultural educational environment of Kyrgyzstan. The practical significance of
the study lay in the possibility of applying the developed guidelines and model of reading activity in lesson planning,
curriculum development, and teacher professional development

Keywords: reading; reading literacy; reading competence; reading culture; reading development; reading development
strategies

B INTRODUCTION

In the conditions of global socio-cultural changes and the
digitalisation of education, the issue of forming a culture of
reading among school pupils is becoming particularly rele-
vant. Today’s pupils operate in an information environment
characterised by “clip-based” thinking, fragmented percep-
tion and the dominance of visual content, which leads to a
decline in interest in thoughtful reading and has a negative
impact on reading literacy and the overall intellectual and
cultural development of the individual. In the system of
school education of the Kyrgyz Republic, this problem is

compounded by a number of factors, including a polylin-
gual educational environment, the gap between traditional
and digital forms of reading, insufficiently developed mo-
tivation to read, and the absence of a comprehensive peda-
gogical strategy for fostering a culture of reading.

An analysis of the scientific and pedagogical literature
has shown that issues of reading have been studied for a
long time within the fields of philosophy, psychology and
pedagogy. Contemporary research in the science of read-
ing views this phenomenon as a complex interdisciplinary
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process involving cognitive, linguistic, cultural and social
components. For example, A. Goodwin & R. Jiménez (2020)
emphasised that an understanding of reading cannot be re-
duced solely to the acquisition of technical skills for decod-
ing text; rather, it is necessary to take into account a wide
range of factors that determine the reader’s interaction with
the text. This approach significantly broadens traditional
conceptions of reading, highlighting its versatility and the
importance of the sociocultural context. The multifaceted
nature of reading as a complex sociocultural phenomenon
is highlighted by N. Lopatina (2019), who regards read-
ing as a specific form of intellectual activity aimed at sat-
isfying the cognitive and worldview-related needs of the
individual and contributing to the development of think-
ing, imagination and value orientations. At the same time,
she interprets reading as a social institution that facilitates
the transfer of knowledge, socialisation and enculturation
within a historical and cultural context, which underscores
its key role in forming the intellectual and spiritual po-
tential of society. According to this approach, Y. Melentye-
va (2022) notes that reading-as a phenomenon, a process
and a form of activity-goes beyond mere interaction with a
text, encompassing the author as the creator of content and
the reader as an individual possessing certain psychophysi-
ological and personality characteristics. In this context, the
reader is regarded by the researcher as a phenomenon on
a civilisational scale, constituting one of the fundamental
components of culture and education. Thus, contemporary
researchers view reading as a complex cognitive, commu-
nicative and sociocultural process in which the author, the
text and the reader interact. In this context, particular im-
portance is attached to the question of the reader’s role in
constructing the meaning of a text.

Considering reading as a creative process logically
raises the question of the reader’s role in constructing the
meaning of a text. Today, research is paying increasing at-
tention to reader subjectivity, which implies the learner’s
active participation in interpreting what they have read.
For example, S. Bist & B. Kandel (2024), in their study
of the application of the “reader-response” approach to
teaching English literature to university students in Ne-
pal, demonstrated that moving away from the traditional
teacher-centred approach helps to foster the reader’s in-
dependence. The “reader-response” approach provides stu-
dents with the opportunity to interpret a text through the
prism of their own experiences, cultural perceptions and
values, transforming them from passive recipients of infor-
mation into active participants in the educational process.
The results of the study demonstrate the positive impact of
this approach on the development of critical thinking, mo-
tivation to read and the depth of understanding of literary
works. Thus, the authors confirm that the meaning of a text
is formed in the process of active interaction between the
reader and the text.

The concept of the active reader is further developed
in contemporary theories of reading literacy. For exam-
ple, G. Cervetti & P. Pearson (2023), drawing on the “four
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resources” model, view the reader not only as a subject
who constructs meaning, but also as an active participant
in social interaction with the text. The researchers propose
the concept of the “textual actor”, which involves using
the outcomes of reading to solve real-world social prob-
lems and transform the surrounding reality. In this model,
the reader acts not only as an interpreter and critical an-
alyst of the text, but also as an agent capable of applying
the knowledge gained to make decisions and participate
in public life. The ideas of G. Cervetti & P. Pearson (2023)
have important methodological significance for the study
of reading culture, as they allow it to be viewed not only
as a set of reading and text comprehension skills, but also
as an individual’s ability to critically interpret informa-
tion, assess its relevance, and apply the outcomes of read-
ing to tackle academic, personal and socially significant
challenges. Consequently, in contemporary research, the
reader is not viewed as a passive consumer of informa-
tion, but as an active agent in interpreting and utilising the
outcomes of reading. This understanding is being further
developed in the context of the digital transformation of
reading culture.

Developing this perspective, V. Bratash & T. Galak-
tionova (2020) emphasised the need to analyse the impact
of visualisation on the formation of new forms of educa-
tional texts and ways of working with them, paying par-
ticular attention to striking a balance between traditional
reading culture and new forms of literacy, including visual
and multimedia literacy. A. Veum et al. (2024) demon-
strated that a critical analysis of multimodal texts on social
media helps teenagers to develop media literacy, critical
thinking and the ability to engage meaningfully with dig-
ital information. The development of conceptions of read-
ing continues in research conducted in the digital age. For
example, S. Pozdnyakova (2025) noted the transformation
of reading into a system of socio-communicative practic-
es for interpreting sign systems. In this context, reading
takes on a multimedia character, combining visual, audi-
tory and sensory perception, which distinguishes it from
the traditional approach focused on text. Thus, the devel-
opment of the digital environment broadens traditional
conceptions of reading to include working with multimod-
al and media texts, which requires the formation of new
reading competences.

In the search for ways to overcome the problems iden-
tified, pedagogical approaches focused on integrating read-
ing into learning activities take on particular significance.
For example, O. Sokolova et al. (2022) note that the devel-
opment of reading literacy should take place whilst solv-
ing subject-specific learning tasks. In this context, working
with texts goes beyond formal educational requirements
and is determined by the logic of pupils’ cognitive activi-
ty, which helps to foster intrinsic motivation for reading.
The current situation raises questions about the role of lit-
erature, the nature of reading and pupils’ motivation. In
this regard, A. Prokhorova et al. (2023) emphasised the
growing importance of active reading as the foundation of
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intellectual development. In this context, the teacher’s task
is to help pupils develop the ability to understand, inter-
pret and creatively apply information, which contributes
to the development of critical thinking and independence.

Particular importance is attached not only to the act
of reading itself, but also to the depth of understanding of
the text read. In this regard, I. Daminova & Zh. Shcher-
baeva (2024) noted that comprehension of what has been
read serves as the foundation for the development of logi-
cal, creative and critical thinking in pupils. The presented
studies indicate a shift in emphasis from the development
of individual reading skills to the development of the read-
er’s personality, enabling them to work independently with
information and make meaningful use of what they have
read. This necessitates a shift towards a broader concept
of reading culture. A synthesis of theoretical approaches is
presented in the research of A. Niyazova (2025), in which
reading is regarded as a cultural practice, the forms and
strategies of which have historically varied depending on
literacy levels, the development of writing systems, and
socio-cultural conditions. In this context, reading culture
is understood as an integrative process of personal devel-
opment, reflecting the level of mastery of the act of read-
ing, a value-oriented attitude towards reading, and the
ability to understand and interpret texts within specific
socio-cultural contexts.

An analysis of scientific and pedagogical literature
shows that reading is regarded as a complex cognitive,
communicative and sociocultural process that cannot
be reduced to the technical decoding of a text. Particu-
lar attention is paid to the active role of the reader in
interpreting, critically analysing and using information.
In the conditions of digitalisation, reading is taking on
a multimodal character and is becoming part of broader
socio-communicative practices. Therefore, the concept of
reading culture encompasses not only reading skills, but
also a positive attitude towards reading, and the ability to
meaningfully comprehend and apply textual information
in various contexts. At the same time, the development
of a reading culture among schoolchildren in the polylin-
gual and digital educational environment of the Kyrgyz
Republic remains an under-researched area. In light of
this, the aim of this study was to provide a theoretical
basis for, and to develop pedagogical guidelines on, the
formation of a reading culture amongst schoolchildren
in the context of the polylingual and digital educational
environment of the Kyrgyz Republic. Achieving this ob-
jective involved analysing the current state of the issue
of forming a reading culture among schoolchildren in the
context of the digitalisation of education and the polylin-
gual educational environment of the Kyrgyz Republic, the
identification of key challenges affecting pupils’ reading
development in the current context, as well as the defi-
nition and justification of pedagogical guidelines for the
formation of a reading culture among schoolchildren and
the possibilities for their implementation in the practice
of school education.
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B MATERIALS AND METHODS

The study of the formation of reading culture among
schoolchildren in a polylingual and digital educational en-
vironment was comprehensive in nature and was carried
out in several interrelated stages. In the first stage, a theo-
retical and analytical review of the scientific literature on
the subject of reading and reading culture was conduct-
ed. In particular, the works of O. Kolesova et al. (2020),
N. Stefanovskaya (2021) and S. Borodina et al. (2023) were
analysed. Methods of analysis, synthesis and generalisation
were applied to identify the theoretical foundations of the
study and to systematise scientific approaches to under-
standing reading culture. Methods of pedagogical model-
ling were chosen due to the need to theoretically gener-
alise and systematise the results of the empirical study, as
well as to develop a comprehensive system of pedagogical
guidelines for the formation of schoolchildren’s reading
culture. The application of this method made it possible,
on the basis of the identified trends and contradictions, to
construct a model of pedagogical influence that reflects the
key directions for organising reading activities in condi-
tions of a polylingual and digital educational environment.

In the second stage, an empirical study was conducted
to identify the characteristics of reading practices and mo-
tivation of schoolchildren. In September 2025, a question-
naire survey was organised among schoolchildren in Years
7-9 at Schools No. 24 and No. 103 in Bishkek. The choice
of this age group was based on the fact that the teenage
period is a key stage in the formation of sustained reading
interests, value systems and skills of meaningful reading.
The total sample comprised 120 schoolchildren aged be-
tween 12 and 15. The study involved schoolchildren from
schools where instruction is conducted in both Kyrgyz and
Russian, which made it possible to take into account the
specific characteristics of a polylingual educational envi-
ronment. The sample included schoolchildren of both gen-
ders, which ensured that the data were representative. The
questionnaire comprised 20 questions, grouped into four
thematic sections: reading motivation, reading interests,
reading strategies and comprehending text, as well as atti-
tudes towards reading. The questions were predominantly
closed-ended (with one or more answer options to choose
from), whilst each section included separate open-ended
questions designed to clarify the pupils’ individual prefer-
ences and attitudes towards reading. As an example, here
are some questions from the questionnaire.

To determine readers’ motivation:

m how often do you read books (excluding textbooks)?
(daily; several times a week; rarely; hardly ever);

m what most often motivates you to read? (personal in-
terest; school assignments; a teacher’s recommendations;
advice from others).

To determine preferences in text selection:

m what types of text do you read most often? (you
may select several options) (fiction, texts from the inter-
net (social media, websites), educational texts, comics/
visual texts).
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To identify the level of text comprehension (reading
strategies and understanding of the text):

m what do you usually do after reading a text? (I can
explain the main idea; I summarise the content; I rarely
reflect on what I have read).

To determine the importance of reading to the
individual:

m do you consider reading important for your personal
development? (yes, to some extent, no).

The survey was conducted in person using a structured
questionnaire comprising questions designed to identify
reading preferences, reading frequency, levels of moti-
vation and attitudes towards various text formats (tradi-
tional and digital). The data obtained were analysed using
qualitative analysis methods and basic quantitative anal-
ysis (frequency counts, comparison of responses). In the
third stage, based on the results of theoretical and empir-
ical analysis, pedagogical guidelines for the formation of
schoolchildren’s reading culture were identified using the
method of pedagogical modelling. Method of pedagogical
modelling was chosen due to the need to theoretically gen-
eralise and systematise the results of the empirical study,
as well as to develop a comprehensive system of pedagog-
ical guidelines for fostering a culture of reading amongst
schoolchildren. The application of this method made it pos-
sible, on the basis of the identified trends and contradic-
tions, to construct a model of pedagogical intervention that
reflects the key directions for organising reading activities
within a multilingual and digital educational environment.
The pedagogical guidelines presented in Table 5 were de-
veloped using the method of pedagogical modelling, aimed
at the theoretical construction of a system for the forma-
tion of schoolchildren’s reading culture. The application of
this method made it possible, based on the results of empir-
ical research and an analysis of regulatory documents, to
establish a correlation between contemporary educational
challenges and corresponding pedagogical solutions.

The modelling was carried out on the basis of the fol-
lowing principles: (1) the principle of systemicity, which
involves viewing reading culture as a holistic construct
comprising motivational-value, cognitive, activity-based
and reflective components; (2) the principle of correlat-
ing challenges with pedagogical solutions, whereby each
identified educational challenge is matched with a spe-
cific pedagogical guideline aimed at overcoming it; (3)
the principle of practical orientation, ensuring that the
model is geared towards the real-world conditions of the
school educational process and can be applied in teach-
ing practice; (4) the principle of socio-cultural context,
reflecting the characteristics of the polylingual and mul-
ticultural educational environment of the Kyrgyz Repub-
lic; (5) the principle of integrating traditional and mod-
ern forms of reading, involving a combination of work
with classical literary texts and the use of digital and
visual resources. The implementation of these principles
has made it possible to structure the pedagogical guide-
lines according to the “challenge-pedagogical solution”
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framework, thereby ensuring the clarity and practical
applicability of the developed model.

The study was conducted in compliance with gener-
ally accepted ethical principles governing the organisa-
tion and conduct of educational research involving hu-
man participants. Participation was voluntary and based
on the informed consent of the pupils and their parents;
the confidentiality of the data collected, the anonymity of
the participants, and the use of the results exclusively for
scientific purposes were ensured. The collection and pro-
cessing of information were carried out in accordance with
the principles of respect for the rights, dignity and inter-
ests of the research participants. The study complied with
the provisions of the ASA Code of Ethics (2018) as well as
the European Commission (2021) guidelines on research
ethics and the protection of personal data. The anonymity
of respondents and the confidentiality of the data collect-
ed were ensured; the data were used exclusively for aca-
demic purposes: the survey was conducted anonymously;
the questionnaires did not require respondents to provide
their surname, first name, address, contact details or any
other information that could identify them. The data col-
lected was processed and presented only in aggregated
form, thereby ruling out the possibility of identifying the
research participants.

As the regulatory and methodological framework for
the study, the current subject-specific standards of the
Kyrgyz Republic (2022-2025), which set out the require-
ments for pupils’ reading skills, were analysed, including
the standards of the Ministry of Education and Science of
the Kyrgyz Republic (2025a) and the Ministry of Educa-
tion and Science of the Kyrgyz Republic (2025b) for Years
7-12. The limitations and contradictions identified during
the analysis of these regulatory documents necessitated the
use of empirical research.

H RESULTS AND DISCUSSION

A review of the scientific literature reveals the key areas of
research relating to reading and reading culture. The idea
of the active role of the reader was developed in the phil-
osophical and pedagogical concept of V. Asmus (1961),
who regarded reading as an intellectual and spiritual ac-
tivity requiring the active participation of the individual.
Literary text, according to the researcher, does not convey
a ready-made meaning, but rather sets the direction for
the reader’s mental and imaginative activity. Understand-
ing of a work is formed in the course of complex cognitive
processes, including memory, imagination, analysis and
synthesis. Consequently, understanding a text is the result
of complex mental work, and the dialectical combination
of perceiving a text both as a reflection of reality and as
artistic fiction transforms reading into a creative process.
O. Kolesova et al. (2020) identified the main problems in
the development of reading skills among primary school
pupils and demonstrated the effectiveness of a three-com-
ponent approach aimed at developing skills in comprehen-
sion, interpretation and the practical use of information
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from texts. S. Borodina et al. (2023) analysed the profound
crisis in traditional book culture, contrasting technological
optimism with concerns about the loss of skills for deep
textual comprehension, and emphasised the importance of
an interdisciplinary approach to studying the information
society and preserving an individual’s intellectual poten-
tial. In the study, N. Stefanovskaya (2021) argued that
“in recent years, monitoring has become one of the most
promising tools for studying reading, enabling the most
well-founded predictions to be made about the develop-
ment of reading culture and the social context of reading at
various levels-national, regional and local-on the basis of
long-term, comparable observations”.

An analysis of subject-specific standards revealed that
reading competence is interpreted in them primarily as the
ability to aesthetically perceive and analyse literary texts, to
grasp their figurative language and to interpret content. In
particular, the standard issued by the Ministry of Education
and Science of the Kyrgyz Republic (2025a) emphasises that
“reading competence is the ability to perceive a literary work
aesthetically and to form an understanding of the unique
characteristics of literature amongst other art forms...; to
form an understanding of theoretical and literary concepts
not as a subject of study, but as a tool, a means of help-
ing to understand a work of art. Pupils acquire the skills to
compare and analyse literary works from different nations
and cultures”, whilst the standard issued by the Ministry
of Education and Science of the Kyrgyz Republic (2025b)

states that “the basis of this competence lies in understand-
ing the figurative devices of language by revealing their
artistic polysemy and perceiving them on a personal level;
the formation of an understanding of theoretical and lit-
erary concepts as a tool for understanding a work of art”.

Together with this, regulatory documents set out the
target benchmarks for pupils’ reading development, whilst
the extent to which these are realised in educational prac-
tice requires specific investigation. In this regard, the next
stage of the research involved conducting a questionnaire
survey of the schoolchildren, aimed at identifying the char-
acteristics of their motivation to read, their interests, their
text-processing strategies and their attitudes towards read-
ing. Based on the analysis of the questionnaire data, an
analysis was carried out according to the identified themat-
ic blocks, which made it possible to identify the character-
istics of pupils’ reading motivation, interests, text-process-
ing strategies and values regarding reading. An analysis
of the pupils’ responses according to the identified blocks
showed the following results.

Features of schoolchildren’s motivation to read

An analysis of pupils’ responses in the “Motivation to Read”
section revealed varying degrees of engagement with read-
ing amongst schoolchildren. To determine the intensity of
their reading activity, respondents were asked about the
frequency with which they read fiction and non-fiction.
The results are presented in Table 1.

Table 1. Schoolchildren’s reading frequency

Indicator %

Regularly 26.7
Occasionally 40.8

As needed 31.7

Source: developed by the author

The results obtained suggest that schoolchildren’s
reading habits lack consistency. Personal interest was cit-
ed as the primary motivation for reading by only 29.2%
of respondents, whilst 45.8% identified school require-
ments as the main incentive for reading. This testifies to
the predominance of external motivation over internal
motivation and points to a weakening of the role of read-
ing as an independent cultural and cognitive need. This
trend may be linked to changes in the nature of informa-
tion consumption in the digital environment, where brief,
fragmented and rapidly changing information formats pre-
dominate. As a result, reading is increasingly perceived by

schoolchildren as an element of academic work rather than
as a means of personal development and self-education. The
data obtained suggest that, for a significant proportion of
schoolchildren, reading is not a deeply held personal value
and is perceived primarily as an academic obligation. Thus,
the findings of the study point to the need to strengthen
person-centred approaches to the organisation of reading
in schools, aimed at developing intrinsic motivation and a
lasting interest in reading. To identify the characteristics of
schoolchildren’s reading interests, respondents were asked
questions designed to determine preferred types of text.
The results are presented in Table 2.

Table 2. Reading of schoolchildren in conditions of digital environment

Indicator %
Read fiction 333
Texts from the internet 58.3
Educational texts 41.7

Source: developed by the author
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The data in Table 2 show the predominance of Internet
texts in the structure of schoolchildren’s reading preferenc-
es, reflecting the influence of the digital environment on
the nature of contemporary reading. The predominance of
Internet texts indicates a significant change in the struc-
ture of contemporary schoolchildren’s reading preferences
under the influence of the digital environment and media
communication. The dominance of digital texts is largely
explained by their high accessibility, the speed at which in-
formation can be obtained, their visual appeal and the fact
that they are familiar to teenagers, a significant proportion
of whose everyday communication takes place online. In
the digital media environment, the very nature of infor-
mation perception is also changing. Reading is increasing-
ly becoming fragmented and non-linear, focused on the
rapid extraction of specific details rather than on a deep
understanding and interpretation of the text. Constantly
switching attention between different digital sources re-
duces concentration and hinders the development of skills
in sequential, analytical reading. As a result, schoolchil-
dren tend to focus more on short texts, visually rich content
and simplified ways of presenting information. Against this
backdrop, there has been a decline in interest in fiction,
which requires emotional engagement, thoughtful appreci-
ation and sustained intellectual engagement with the text.
Limiting readers’ experience primarily to online content
may lead to a decline in the ability to interpret literary
works, understand the author’s perspective and grasp the
cultural and value-based content of the text. At the same
time, reading fiction retains significant potential for the
personal and moral development of schoolchildren, which

underlines the need for educational support to foster a sus-
tained interest in literature.

The multimedia nature of the modern educational en-
vironment, which involves the integration of textual, visual
and auditory information, also has a significant impact
on reading practices. On the one hand, this multimedia
approach helps to increase pupils’ interest in reading and
broadens their capacity to process information. On the other
hand, the predominance of visual forms of communication
may reduce the need for in-depth textual analysis and lead
to a superficial understanding of content. In a multilingual
educational environment, it has been found that 41% of pu-
pils read in two languages, whilst 38% note that reading
in a non-native language makes it difficult to understand
literary texts. This points to the influence of the linguis-
tic factor on the development of reading culture and the
need to take this into account in the educational process.
Difficulties in understanding literary texts in a non-native
language may be linked not only to an insufficient vocab-
ulary, but also to the specific ways in which cultural con-
texts, literary imagery and the author’s style are perceived.

Features of reading strategies

and comprehension of texts

In order to examine the characteristics of pupils’ reading
strategies and their level of text comprehension, they were
asked questions designed to identify how they approach
the material they have read. Analysis of the data obtained
made it possible to determine the extent to which school-
children comprehend the text. The results of the study are
presented in Table 3.

Table 3. Features of reading strategies and text comprehension among schoolchildren

Indicator %
Reflect on the main idea and themes of the text 31.7
Limited to a retelling of the text 43.3
Rarely think about what they have read 25.0

Source: developed by the author

These results indicate the predominance of the re-
productive level of reading over the analytical and inter-
pretative ones. The data obtained suggest that skills in
meaningful reading-which involves not only the percep-
tion of factual information but also the ability to analyse,
interpret, identify the author’s position and comprehend
the cultural and value-based content of the text-are in-
sufficiently developed. In this context, a fundamental
importance is attached to the distinction between re-
telling and interpreting a text. Whilst retelling focuses
primarily on reproducing the content and sequence of
events, interpretation requires a deeper level of reading
engagement, involving an understanding of the subtext,
the themes of the work, the characters’ motivations and
the author’s intent.

The prevalence of retelling as the primary reading
strategy indicates that school reading continues to be
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of a reproductive nature, in which pupils’ attention is
focused primarily on memorising information rather than
on comprehending it and personally interpreting it. This
trend may be linked to the predominance of learning
tasks geared towards reproducing the content of a text,
as well as to the insufficient use of analytical and dia-
logic reading methods in the educational process. At the
same time, 46.7% of respondents regularly experience dif-
ficulties in understanding literary texts, which indicates
an insufficient level of development in the skills of deep
reading and text interpretation. The greatest difficulties
for schoolchildren are identifying the main idea of a text,
understanding the author’s viewpoint, analysing literary
devices, and establishing cause-and-effect relationships
between events in the text. This highlights the need for
the targeted development of reading strategies aimed at
forming critical thinking, an analytical understanding of
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the text and the ability to independently interpret what
has been read.

A valuable attitude towards reading
The study of valuable attitudes towards reading was de-
signed to identify the importance pupils attach to reading

in their personal development and everyday life. An analy-
sis of the responses received made it possible to determine
the extent to which schoolchildren are aware of the impor-
tance of reading as a means of self-development, broad-
ening their horizons and acquiring new knowledge. The
results of the study are presented in Table 4.

Table 4. Value attitudes of schoolchildren towards reading

Indicator %
Reading is important for personal development 54.2
Reading is important for personal development in part 333
Personal value of reading absent 12.5

Source: developed by the author

Despite this, 68.3% of pupils expressed a willingness to
read more, provided that the texts were personally mean-
ingful and they were free to choose what to read. The results
obtained indicate that a significant proportion of school-
children have the potential motivational basis for develop-
ing reading activity. At the same time, this motivation is
predominantly unstable in nature and depends largely on
the content of the texts offered, the ways in which reading
is organised, and the level of the pupils’ personal engage-
ment in the process of working with a text. This suggests
that the decline in interest in reading is linked not so much
to a complete lack of a desire to read, but rather to the
educational process being insufficiently tailored to school-
children’s individual interests and reading experiences.

Particularly important in modern conditions is the op-
portunity to choose texts freely, as it is precisely the ability
to make independent reading choices that fosters intrinsic
motivation, emotional engagement and a sustained inter-
est in reading. Restricting reading material exclusively to
educational texts often leads to a superficial understand-
ing of the text and a decline in reading engagement. Con-
versely, engaging with texts that are personally meaning-
ful and relevant to adolescents’ age-appropriate interests,
life experiences and emotional needs helps to develop a
meaningful relationship with reading and to shape an in-
dividual reading perspective. In a digital and polylingual
educational environment, pedagogical support for pupils’
reading development takes on particular significance,
aimed not only at fostering text comprehension skills but
also at cultivating a positive attitude towards reading as a
means of acquiring knowledge, self-development and cul-
tural self-determination. The findings point to the need to
incorporate person-centred and dialogue-based approach-
es to working with texts into the educational process, to
broaden pupils’ reading choices, and to include in the
school reading curriculum works capable of evoking an
emotional response and stimulating independent reading
activity among schoolchildren.

Thus, the study conducted has identified a number
of consistent trends characterising the current state of
schoolchildren’s reading culture. The findings indicate a
predominance of the functional-formal level of reading,
as well as a lack of developed intrinsic motivation to read,
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comprehension of meaning, and a positive attitude to-
wards reading. Analysis of the empirical data has shown
that the nature of schoolchildren’s reading activities is sig-
nificantly influenced by the digital environment, changes
in patterns of information consumption, and the charac-
teristics of the polylingual educational landscape of the
Kyrgyz Republic. The predominance of fragmented and
predominantly digital forms of reading is accompanied by
a decline in interest in fiction and difficulties in interpret-
ing texts. At the same time, the willingness revealed by a
significant proportion of schoolchildren to increase read-
ing activity, provided the personal relevance of the texts
is ensured, points to the existence of potential for the de-
velopment of a sustainable reading culture. This provides
a scientific and pedagogical basis for the development of
pedagogical guidelines aimed at forming meaningful, val-
ue-oriented and culturally significant reading practices in
modern schools. The results presented are generally con-
sistent with contemporary research recording changes in
reading behaviour, a decline in sustained reading motiva-
tion and the transformation of reading strategies within
the digital educational environment.

Transformation of reading motivation
in the digital environment
The data obtained show that, for a significant proportion of
schoolchildren, reading remains predominantly instrumen-
tal in nature and is linked chiefly to meeting academic re-
quirements. The low level of intrinsic motivation suggests
that reading is increasingly rarely perceived by adolescents
as an independent form of learning, personal development
and cultural experience. The trends identified are consist-
ent with the research by A. Prokhorova et al. (2023), which
examines the issue of declining motivation to read in the
context of the changing information landscape. The au-
thors emphasise the need to develop schoolchildren’s abil-
ity to interpret information meaningfully and think criti-
cally, whereas the results of this study show that reading
motivated primarily by external demands predominates.
The obtained results are also consistent with the study
by M. Vlasov et al. (2025), which examines the impact of
problematic internet use on reading motivation and reading
literacy levels among pupils in Years 5-9. The researchers
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note that excessive immersion in the digital environment
has a negative impact on schoolchildren’s interest in read-
ing and reduces their reading activity. The findings of the
present study confirm this trend: the prevalence of episodic
reading and the dominance of external stimuli indicate a
decline in intrinsic motivation to read under the influence
of digital forms of information consumption. In this regard,
educational and family support aimed at forming a sus-
tained interest in reading and developing schoolchildren’s
intrinsic motivation for reading takes on particular signif-
icance. Together with this, the willingness of the majority
of schoolchildren to read more when given a free choice
and access to texts that are personally meaningful to them
indicates that a potential interest in reading remains. This
allows the development of intrinsic motivation to read to
be regarded as one of the priority objectives of modern
school education, particularly within the context of the
polylingual educational environment of the Kyrgyz Repub-
lic. Consequently, the issue of forming internal motivation
to read takes on particular pedagogical significance in the
context of the digitalisation of the educational landscape.
Equally significant are the changes affecting the struc-
ture of schoolchildren’s reading interests in the digital en-
vironment. The findings revealed a predominance of on-
line texts over fiction, which indicates a transformation in
the nature of contemporary reading and a shift in reading
preferences towards brief, fragmentary and visually rich
forms of information. These trends are consistent with the
findings of S. Pozdnyakova (2025), who views reading in a
digital society as a system of multimedia and communica-
tive forms of interaction. The researcher emphasises that
contemporary reading increasingly involves the integration
of visual, auditory and sensory perception, which signifi-
cantly alters the ways in which people interact with text.
The findings of this study confirm this trend, as the major-
ity of pupils prefer digital sources of information. A simi-
lar approach is presented in the research by V. Bratash &
T. Galaktionova (2020), which highlights the influence of
visualisation and new forms of academic text on school pu-
pils’ reading activities. The findings show that the multime-
dia nature of the modern information environment contrib-
utes to a shift in reading strategies and a decline in interest
in traditional linear reading of literary works. Similar con-
clusions are presented in the study by Y. Maslova (2024),
which notes that, in the context of digital transformation,
the most noticeable changes are occurring in the culture
of text selection, whilst the culture of text comprehension
and its subsequent use is not show any positive trends.
The researcher emphasises that the mere availability
of digital information is not enough to guarantee the de-
velopment of deep and personally meaningful reading. The
identified characteristics of readers’ interests indicate not
only a shift in reading formats, but also a transformation
in the ways in which schoolchildren perceive information.
The predominance of digital texts forms a habit of skim-
ming through information and perceiving content in a
fragmented manner, which may hinder the development

Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026

of deep analytical and interpretative reading. Thus, the
research findings confirm that the digital educational en-
vironment significantly influences the structure of school-
children’s reading interests and necessitates the search for
pedagogical approaches that strike a balance between dig-
ital reading formats and the preservation of a culture of
meaningful reading of literary texts.

The problem of semantic reading
and interpretation of the text
An analysis of reading strategies has revealed a number
of characteristics that define the level of comprehension
of texts among contemporary schoolchildren. The data ob-
tained showed that only 31% of schoolchildren are able
to grasp the main idea and themes of a text, whilst 44%
limit themselves to summarising the content, and 25%
rarely reflect on what they have read. The research find-
ings indicate that the reproductive level of reading pre-
dominates over the analytical and interpretative levels.
For a significant proportion of schoolchildren, reading is
associated primarily with reproducing factual information,
whilst skills relating to the analysis, interpretation and per-
sonal reflection on the text remain underdeveloped. The
difference between retelling and interpreting a text lies in
the fact that retelling focuses mainly on reproducing the
content, whereas interpretation involves understanding the
author’s position, identifying connections between ideas
and forming one’s personal opinion on what has been read.
The results obtained point to the need to seek peda-
gogical methods that facilitate the transition from the mere
reproduction of content to its personal understanding and
interpretation. In this context, the study by R. Gilmiyano-
va (2022) is of particular interest; it notes that, in order to
form a culture of reading and enhance pupils’ self-aware-
ness, it is important for teachers and parents not only to
demonstrate but also to reveal the value of identification
as a component of creative reading that contributes to
self-knowledge and self-development. It is extremely im-
portant to integrate what has been read into the child’s
life experience, to teach them to apply the features of
characters to real people and to themselves, reflecting on
similarities and differences, and to develop the ability to
move from perceiving a character’s outward appearance to
understanding their inner world, guiding the child towards
a desire to discover the essence of the character in the
text they have read. O. Sokolova et al. (2022) emphasised
that the development of reading literacy should take place
through the process of solving educational and cognitive
tasks that require pupils to engage with the text as a source
for understanding and interpreting information. This study
shows that reading in schools often retains a reproductive
character and focuses primarily on reproducing content
rather than on developing skills for in-depth semantic anal-
ysis of the text. Thus, the study’s findings indicate an in-
sufficient level of meaningful reading among a significant
proportion of schoolchildren. The trends identified confirm
the need to develop pupils’ skills in analysing, interpreting
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and personally reflecting on texts as key components of
reading culture.

Reading as a personal and cultural value

According to the findings of the study, 54% of schoolchil-
dren consider reading to be an important factor in personal
development, 33% recognise its importance to some ex-
tent, whilst 13% do not associate reading with any per-
sonal value. At the same time, a significant proportion of
schoolchildren noted that their reading activity could in-
crease if they were given the opportunity to choose their
own texts and if these texts were personally meaningful
to them. The data obtained indicate that contemporary
schoolchildren’s attitudes towards reading are uneven. On
the one hand, some schoolchildren still recognise the cul-
tural and educational value of reading; on the other hand,
there is a decline in the deep-seated personal need to read.
This points to a gradual shift in reading from the sphere of
internally meaningful forms of cultural activity to the field
of predominantly academic necessity. These trends call for
a theoretical reflection of the role of reading as a cultural
and personal value.

In theoretical reflection of this issue, D. Vasev (2023)
considers reading culture to be a multifunctional cultural
phenomenon that serves as a specialised channel of com-
munication, facilitating the preservation of information,
personal development and self-education, as well as the
assimilation of spiritual and intellectual culture. The re-
searcher emphasises that reading is linked not only to the
perception of a text, but also to its comprehension, inter-
pretation and personal reflection, which contributes to
the development of critical thinking and the formation of
one’s own attitude towards the world. A similar approach
is presented by A. Niyazova (2025), in which reading is

regarded as one of the fundamental cultural practices en-
suring the preservation and transmission of cultural expe-
rience. The findings of this study confirm that a decline
in sustained interest in reading may affect not only read-
ing literacy levels but also the processes of personal and
cultural development of schoolchildren. The willingness
of pupils to expand their reading activities, provided that
texts of personal significance are incorporated into the ed-
ucational process, indicates the existence of motivational
potential for reading, which can be realised within a ped-
agogically structured support framework. In this regard,
particular importance is attached to the organisation of
an educational environment geared towards encouraging
independent reading choices and meaningful engagement
with the text, which helps to strengthen schoolchildren’s
internal motivation for reading.

Thus, results obtained confirm the need for a val-
ues-based approach to the formation of a reading culture
amongst schoolchildren, aimed at developing a sustain-
able attitude towards reading as a resource for personal
growth, cognitive activity and the cultural socialisation
of schoolchildren. The challenges identified during the
study have provided the theoretical and methodological
basis for defining a system of pedagogical guidelines for
the formation of a reading culture among schoolchildren.
These guidelines are aimed at overcoming the formali-
sation of reading, taking socio-cultural conditions into
account, and developing a reading culture as a holistic
personal quality. The pedagogical guidelines reflect the
strategic directions of the teacher’s activities in organis-
ing reading, forming reading competence and, of course,
reading culture. The correlation between the identified
challenges and the corresponding pedagogical guidelines
is presented in Table 5.

Table 5. Pedagogical guidelines for forming of reading culture in schoolchildren

Contemporary challenges

Pedagogical guidelines

Digitalisation
and “clip-based” thinking

The targeted formation of skills in meaningful reading, interpretation and reflection on texts; systematic
work with complete literary texts; and the development of skills in analysing, interpreting and reflection
of reading experiences.

Decline in readers’
motivation

Forming internal reading motivation based on the personal significance of reader’s work; creating conditions
that allow for free choice of reading material, taking into account pupils’ reading interests and experience;
and forming a positive emotional and value-based attitude towards reading as a cultural experience.

The competition between
visual and textual forms of

Preserving the central role of the text as a whole in literary education, whilst using visual aids as a
supplementary tool for analysis and interpretation, which help to deepen understanding of the text

information but do not replace the act of reading.
Polylingual and The development of cross-cultural reading competence, a conscious understanding of texts,
multicultural educational the interpretation of literary meanings within a cultural context, and the formation
environment of the ability to engage in intercultural dialogue.

The gap between the
requirements of standards
and actual reading
practices

A focus on the functional and activity-based development of reading skills, involving a shift from the
formal acquisition of literary knowledge to its application in the process of meaningful comprehension,
interpretation and assessment of texts, the use of productive, analytical-interpretative and reflective
forms of reading, as well as the coordination of educational standards with the actual conditions
for studying literary works at school.

Source: developed by the author

Table 5 sets out pedagogical guidelines for forming
schoolchildren’s reading culture, which can be imple-
mented through the purposeful organisation of work with
literary texts, focused on comprehension of meaning,
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reflection on values and intercultural dialogue. The fol-
lowing forms of work with texts may serve as examples of
practical approaches: comparative reading of works from
Kyrgyz and world literature (for example, excerpts from
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the epic “Manas” and works of classical Russian or Eastern
literature), identifying shared moral values, heroic figures,
and motifs of choice and responsibility; interpretation of
the text based on cultural context, involving discussion
of national traditions, imagery and symbols reflected in
the work, drawing on the students’ personal cultural ex-
periences; dialogic discussion of the text through debate
aimed at relating literary meanings to contemporary re-
al-life situations, which contributes to the formation of
a conscious reader’s perspective and respect for cultural
diversity. The implementation of these forms of work en-
sures that reading is transformed from a formal academic
activity into a space for the cultural and personal devel-
opment of pupils.

Key role in this undoubtedly falls to the teacher, who
acts not only as a source of subject knowledge, but also
as a mediator between the text, the cultural context and
the pupils’ personal experiences. In Kyrgyzstan’s multi-
cultural and polylingual educational environment, the
teacher provides pedagogically sound guidance through-
out the process of reading and interpreting literary texts,
directs pupils’ reading activities, creates conditions for
cultural dialogue, and helps to unpack the cultural codes
within a work and relate them to contemporary mean-
ings in life. Through the selection of texts, the formu-
lation of questions and the organisation of discussions,
the teacher forms a respectful attitude towards cultural
diversity and supports the development of pupils’ indi-
vidual approaches to reading. In this way, the teacher
acts as an organiser of reading activities and a guide to a
culture of reading, the effectiveness of the formation of a
reading culture in modern schools depends largely on the
teacher’s professional approach.

M CONCLUSIONS

This study has established that the issue of forming a
reading culture amongst schoolchildren in the Kyrgyz
Republic is becoming particularly relevant in the con-
text of the digitalisation of society, changes in the nature
of information consumption, and the transformation of
reading practices amongst today’s schoolchildren. Unlike
reading literacy, focused primarily on understanding and
using information, reading culture involves the develop-
ment of intrinsic reading motivation, the ability to inter-
pret, reflection, and personal interpretation of what has
been read. The results of an empirical study conducted
amongst 120 pupils in Years 7-9 at Schools No. 24 and
No. 103 in Bishkek revealed that schoolchildren’s read-
ing habits lack consistency. It was found that only 26.7%
of pupils read regularly, whilst 40.8% read only occa-
sionally, and 32% read mainly out of necessity. Further-
more, only 31.7% of pupils are able to comprehend the
ideas and issues raised in a text, whilst the majority limit
themselves to summarising the content or rarely reflect
on what they have read. The study also revealed a pre-
dominance of online texts in the structure of schoolchil-
dren’s reading preferences, a decline in interest in fiction,
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and difficulties in understanding texts within a polylin-
gual educational environment.

Based on an analysis of theoretical and empirical
data, the main challenges to the development of a read-
ing culture among schoolchildren in the modern context
have been identified: digitalisation and the spread of “clip-
based” thinking; a decline in intrinsic reading motivation;
competition between visual and textual forms of informa-
tion; difficulties in reading for meaning and interpreting lit-
erary texts; and the specific characteristics of Kyrgyzstan’s
polylingual and multicultural educational environment. It
has been established that these factors contribute to the
formalisation of reading and hinder the development of a
meaningful and value-based relationship between school-
children and the text.

As pedagogical guidelines for forming a culture of
reading, the following were identified: the development
of intrinsic motivation to read; systematic engagement
with complete literary texts; the use of analytical, inter-
pretative and dialogical forms of reading; the develop-
ment of cross-cultural reading competence; and the inte-
gration of traditional and digital forms of reading activity.
The proposed guidelines are aimed at facilitating a tran-
sition from the passive reception of a text to its compre-
hension, interpretation and personal engagement with it.
The pedagogical guidelines developed and the proposed
approaches to organising reading activities can be used
not only in literature lessons, but also in history, language
and other subjects where work with texts, their analysis,
interpretation and contextual understanding are required.
The pedagogical guidelines set out in this article serve
not only as a response to the identified problem areas, but
also as a methodological foundation for building a com-
prehensive system of reading education, aimed at forming
a value-based attitude towards reading as a cultural and
personal resource.

Thus, the formation of a reading culture amongst
schoolchildren should be regarded as one of the strate-
gic priorities for the development of modern education in
Kyrgyzstan, linked to the preservation of cultural continu-
ity, the development of pupils’ personalities, and the cul-
tivation of their ability to engage meaningfully with texts
in the context of a digital society. Areas for further re-
search may include the development of diagnostic tools to
assess the level of reading culture among schoolchildren,
as well as exploring the potential for integrating digital
educational technologies into the process of developing
meaningful reading.
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Niiazova

Kblprbi3cTaHAa MeKTen OKyyuynapbiHbIH OKYY MafaHUATbIH
KanbiNTawTblpyy: Y4YPAYH KbIMbIHYbINIbIKTAPbl XXaHa
neparorukasblK KepceTMenep

AnHaryn HuasoBa

INegarorvka WJINMAEPUHUH KaHIUIATH, JOIEHT

. ApabGaeB aTeiHaarsl KbIprei3a MamMJIeKETTUK YHUBEPCUTETU
720040, Pa33akoB keu., 51, Bumikek 1., Keipreiz Pecry6mkacs
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AHHoOTauMSA. M3ungeeHYH akTyaJAyyJayry KOOMAyH CaHapUOTENyyCcy IIapTHHAA OKyyuyJapAblH OKyyra OOJITOH
KBI3BITYYCYHYH TOMOHOIY, BU3YaJIAbIK XaHa TEKCTTUK MaaJbIMaTThHIH aTaaHJALITHIIEl, OMIOHAOH 3yie Kelprel3cTaHabIH
Kol TUJIYY XaHa Kell MaAaHUATTYY O1jInM Oepyy 4elipeCcyHYH e3reuesIlyKTepy MeHeH mapTTraiaT. U3niaeeHyH MaKcaThl
MeKTell OKyy4yJapblHbIH OKYy MaJaHUATHH 6HYKTYPYYAOTrYy YUypAarsl KbIBIHUBLIBIKTAPAbl aHBIKTOO JKaHa aHbl OMJINM
6epyy npoleccuHie OHYKTYpPYY OOIHYa NeAarornkajblk KepceTMesiepay Herusnee 6osny. Msuingeee aHaIMTHUKAIBIK
bIKMa, bumkekrerum 7-9-xyaccrapparsl 120 oKyydyJaH CypaMXKbUIOO XXaHa IeJarorukajblk MOMEJIee bIKMaslapbl
KOJIAOHYJITAH: MEeKTeIl OKyy4yJIapblHBIH OKYy MaOaHMUATHIHBIH CTPYKTYpaJbIK MOJEJIVH XaHa aHbl Kell TWIAYY OMIuM
Oepyy 4elipecyHA® OeHYKTYpYYyre OarbsTTajraH nefarornkajblk KepCcoeTMeJiep CUCTeMachlH MIITeN Ybryy. KeIpreiactan
apThIHAA HETM3TU KeNUreisep KaTapsl CaHAPUNTENYY, KJIUITUK ON XYTYPTYYHYH KaJIBIITaHBIIIB], OKyyra O0JIrOH NYKU
MOTHBALUAHBIH TOMOHJIOIly, BHU3yaJ[AblK KOHTEHTTUH aTaaHAAIITHITBl jXKaHa Kol TWIAYY OuiauMm 6epyy 4elpecyHOe
OKyyAars! KbIBIHUBLIBIKTAp OenrnyieHaud. CypaMXKBIIIOOHYH XBIMBIHTBIKTAphl KOPCOTKOHAO!, OKyydyJapAbH 27 %raHa
Y3TYJATYKCY3 OKyIIaT, aj3mu 31 %raHa TeKCTTUH KOUrelJIepyH TYIIYHe aabimar. OKyyHYH QYHKIMOHAIABK-QOpMaIayy
JeHrs31 0achIMAYYJIyK KBIJIAphl, ajl MU Oaayyysayk kaHa pedeKCUBAVWK KOMIIOHEHTTEp JKeTHUIICHU3 KaJIbIITAaHTaHBI
aHbIKTaJIAbL. [Tegarorukasabik 6arsITTap KaTapbl TUKU OKYY MOTUBALUACEIH OHYKTYPYY, OYTYH KOPKOM TeKCT MeHeH UILTes,
KpoCC-MaJlaHUM KOMIIeTEeHTTYYJIYKTY KaJIBINTaHABIPYY >XKaHa aHaJIWUTHUKAJIBIK-UHTEepPHNpeTalUsIbIK OKYyHY KOJIAOHYY
Herusfaeaau. HaTerikanyy MexaHu3MAep KaTapbl KbIPrbl3 XKaHa AYHHOJIYK afabuAaT yblrapMaJjiapblH CaJIBIIITHIPHII OKYY,
TeKCTTU MaJaHUN KOHTEKCTTU 3CKe ajlyy MeHeH MHTepIpeTaluAoo XaHa AUAJIOTAYK TaJIKyy XXYPIry3yy aHBIKTaJIIbL
CyHymTajaraH nefarorvkKajblK OarsITTapAbl HIIKe allblpyy MaaJjbIMaTThl GopMajayy e3A6LITYPYYAeH aH-Ce3UMAYY
OKyyTa eTyyre xaHa KelpreisacTaHbH keIl MaJaHUATTYY OMINM Oepyy UeHpecyHAe MeKTell OKYy4yJIapbIHBIH TYPYKTYy
OKypMaH/BIK MaJaHUATBHH KaJbIITaHABIpyyra e0esre Tys3Ay. VI3WIgeeHYH NpaKTUKAJIBIK MAaHHCU WINTEJIUN YBIKKAH
GarbITTapAbl %kaHa OKypMaHABIK MIIMEepPAYYJIYK MOAEINH cabaKTapAbl 0JI000PJI00A0, OKYyy IpOorpaMmasiapbiH TY3YYAO
’kaHa NefarorJopAyH KBaJu@UKaIAACHH XoropyjaaTryyaa KOJAOHYY MyMKYHUYJIYTYHIe 6oyay

Herusru cespep: okyy; okyy cabaTTyyJIyry; OKyy KOMIETEHTTYYJIYTY; OKYy MaJaHUATHl; OKYYHY 6HYKTYPYY; OKYYHY
OHYKTYPYY CTpaTerussiapsl
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dopMupoBaHMe YUTATENbCKOM KYNbTypbl LUKOJIbHUKOB
B Kblprbi3cTaHe: Bbi3OBbl BpeMeHU
M negarormyecKkme opueHTUpbLI
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Kanaugar negaroruyeckux Hayk, JOLEHT
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AHHOTaUMSA. AKTyaJIbHOCTh HcCIeJoBaHUA 00ycCJIOBJIEHA CHUXXEeHHeM WHTepeca IIKOJbHUKOB K YTEHUI0 B YCJIOBUAX
undpoBusalui, KOHKypeHI[el BU3yaJlbHOU U TEKCTOBOM MHPpOpMaLuu, a Takxke 0COOEHHOCTAMU MOJUIUHTBAJIBHOMN
U TOJIUKYJbTYPHOU oOpa3oBaTesibHOU cpenabl Keipreidctana. Lleapio nccieqoBaHus OBLJIO BBISABJIEHHE COBPEMEHHBIX
BBI3OBOB (POPMHUPOBAHUA UYUTATEJIBCKON KYJbTYPHI IIKOJBHUKOB M OOOCHOBaHUE IeJaroruieckux OpPUEHTUPOB ee
pa3BuTHA B 00pa3oBaTeJIbHOM mpollecce. B nccieqoBaHNMU HCHOJIb30BAHBI aHAJUTUYECKUI METOJ, aHKeTHpOBaHUe
120 yvyammxca 7-9 kjaccoB WmIKOJ T. Bumikek, a Takxe METOABl MeJarornyeckoro MoOJeJIpoBaHuUsA: pa3paboTka
CTPYKTYPHOU MOJ€eJI YNTaTeJIbCKON KyJIbTYPHI IKOJIBHUKOB, CUCTEMBI leJaroruiecKnX OpUeHTUPOB, HallpaBJIEHHBIX
Ha ee GopMHUpOBaHUE B YCJIOBUAX MOJUJIUHIBAJIbHON oO6pa3oBaTebHOUM cpefdnl. [1o uTOram mccjaeqoBaHUA YTOUHEHO
omnpejiejieHre YUTATeJIbCKOU KyJIbTYPhl LIKOJIBHUKOB KaK MHTErPaTUBHOTO JIMUHOCTHOT'O 06pa3oBaHusA, BKJIIOUAIOIIEro
MOTHBaLMOHHO-1]eHHOCTHBIV, KOTHUTHUBHBIN, AeATEeJIbHOCTHBIN U pedJIeKCUBHBIN KOMIIOHEHTH U O0ecneyuBaroniero
OCMBICJIEHHOE, [IEHHOCTHO OpUeHTUPOBAaHHOE B3aMO/IeMICTBIE C TEKCTOM. ¥ CTAHOBJIEHO, YTO HanuboJiee KpUTUIeCKUMU
BBI30OBaMU B ycJioBUAX KeIpreidcraHa ABAKTCA udpoBusanusa u GopMupoBaHUe KJIUIOBOTO MBIILJIEHNs, CHUXeHNe
BHYTpPeHHEN 4YWUTaTeJbCKOU MOTHBALMU, KOHKYPEHIIUA BU3yaJbHBIX M TEKCTOBBIX (GopM HHPOpMaNUM, a TaKxe
TPYAHOCTU YTEHUA B MOJUJIUHIBaJIbHON OOpa3oBaTesibHOU cpefe. Pe3yjbpTaTel aHKETUPOBAHUA I[OKa3ajad, 4TO
PEryJiApHO YMTAIT Jullb 27 % ydamuxcs, Ipu 3ToM ToJIbKO 31 % crmocoOHBI K OCMBICJIEHUIO TPOOJIeMaTUKU TEKCTa.
BrisiBsieHO mpeobJiafgaHue QYHKIMOHAIbHO-GOPMAaJIbHOTO YPOBHA YTEHUA IMPU HEJOCTATOYHON cPOPMHUPOBAHHOCTU
LIEHHOCTHOTO U pedJIeKCUBHOIO KOMIIOHEeHTOB. OOOCHOBaHBI IeJaroruvyeckue OpPUEHTUPHI: pa3BUTUE BHYTPEHHEH
YUTATEJbCKON MOTHUBALUU, paboTa C I[eJIOCTHBIM XyJOXXeCTBEHHBIM TeKCTOM, (GOopMHpOBaHHE KPOCC-KyJIbTYPHOMI
KOMIIETEHTHOCT U NpUMeHeHHe aHaJIMTUKO-UHTepIpeTalMoOHHOro uTeHusdA. OOGOEKTUBHBIMU MeXaHHU3MaMU
omnpejiejieHbl CONOCTABUTEJIbHOE UYTeHHE KBIPIBI3CKOU M MHUPOBOU JIUTEpaTyphl, UHTEPIpeTAlUA TeKCTa C y4YeTOM
KyJIBTYPHOTO KOHTEKCTa U JuajioroBoe obcyxaeHue. Peanuzanusa NpefyoXKeHHBIX MeJarornieckux OpPHUEeHTHPOB
crnocobcTBOBajia nepexoAy oT GopMaJibHOTO yCBOeHUsA MHPOpPMaUuU K OCMBICJIEHHOMY UYTE€HHI0 U (HOPMHPOBaHUIO
YCTOMYMBOM UYUTATEJIbCKOM KyJIbTYpPHl IIKOJBHUKOB B IOJIMKYJIbTYPHOU oOpasoBaTesibHOH cpene KeIpreisctaHa.
IIpakTuyeckas 3HAUYMMOCThb UCCJIEJOBAaHUA 3aKJII0UaeTcsd B BO3MOXHOCTH MpUMeHeHUA pa3pab0TaHHBIX OPHUEHTHUPOB
U MOJeJIM UYMTaTeJIbCKON JIeATeJIbHOCTU MPU MPOEKTUPOBAHNUU YPOKOB, CO3JaHUU yueOHBIX MPOTPaMM U IOBBIIIEHUN
KBasIMpUKaLUU egaroros

Knio4yeBble cnosa: YTE€HHE; 4YUTaTeJIbCKasd TpaMOTHOCTb; YHUTATEJbCKAaA KOMIETEHTHOCTb; KYJIbTypa 4YTEHUA;
YUTaTEeJIbCKOE pa3BUTHE; CTpATETUU pa3BUTUA YTEHUA
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Abstract. This study aimed to identify the conditions for implementing a trauma-informed approach in psychosocial
support for children in alternative care, taking into account cross-cultural aspects and their effectiveness when working
with children raised in children’s homes and foster families. The research methodology included a theoretical analysis
of academic sources, a comparative analysis of international and regional programmes, and an analysis of statistical
data on institutional and family-based care. This article substantiated the pedagogical conditions for applying a trauma-
informed approach in an educational setting and suggested how teachers should behave in crisis situations. The study
found that psychological trauma in children is considered a complex developmental disturbance resulting from the loss
of parental care, violence, or long-term institutionalisation. The negative impact of such trauma on the formation of a
basic sense of safety, which is the foundation of emotional stability, was emphasised. Summarised data show that the
rate of institutional care in Central Asia is approximately 203 per 100,000 children, which exceeds the global figure of
around 105 per 100,000. Meanwhile, around 69% of children in Kyrgyzstan are placed in family-based care, compared
to approximately 44% in Kazakhstan and about 58% in Uzbekistan, reflecting considerable variation in alternative care
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Cross-cultural aspects and the effectiveness...

models across countries. It was found that mechanisms of emotional regulation are consequently disrupted, manifesting as
heightened anxiety and unstable responses. Difficulties in behavioural adaptation and a reduced capacity for concentration
are also observed. Models of psychosocial interaction between specialists and children reflect typical situations involving
emotional, behavioural and social contact in individual, group and family care contexts. This enables the analysis of
emotional regulation mechanisms, manifestations of traumatic experiences and the effectiveness of supportive and
trauma-informed intervention strategies. The study’s practical significance lies in its potential to introduce a trauma-
informed approach into educational and social practices when working with children in alternative care, with the aim of
improving the effectiveness of psychological and pedagogical support

Keywords: emotional state; anxiety levels; social services; foster families; pedagogical interactions; deinstitutionalisation

H INTRODUCTION

The growing number of children in the alternative care
system has increased attention to issues of psychosocial
support and preserving their psychological well-being. Ex-
periencing traumatic events, undergoing changes in the so-
cial environment, losing stable emotional bonds and being
exposed to cultural diversity can affect a child’s emotional
state, behaviour and socialisation process. In this regard,
a trauma-informed approach is particularly important in
supporting children, as it considers the consequences of
psychological trauma and helps create a safe developmen-
tal environment. The intercultural aspects of psychosocial
support are becoming increasingly relevant as they influ-
ence the effectiveness of interactions with children, taking
into account their cultural experiences, values, and unique
perceptions of assistance. Research into this issue can help
to improve approaches to organising support for children
in the alternative care system, as well as increasing the
effectiveness of psychosocial work.

Psychosocial support for children in alternative care
systems is increasingly trauma-informed, taking into ac-
count experiences of loss, violence or displacement; the
need for a stable emotional environment; and the influence
of cultural characteristics, family traditions, and local mod-
els of assistance on the perception of psychological support.
A review by N.T. Arega (2023) showed that psychosocial
interventions for children affected by armed conflict in
low- and middle-income countries are more effective when
adapted to the linguistic, social, and cultural characteris-
tics of the relevant communities. The most effective support
models were found to be those combining individual assis-
tance, group interaction, and family or community partic-
ipation. This is significant for the alternative care system
since children often experience repeated trauma as a result
of changes to their living environment and a lack of stable
emotional bonds. A similar view is expressed by A.E. Ka-
zak et al. (2024), who developed a model of the preventive
function of psychosocial assistance for children and families.
The researchers considered support to be a continuous pro-
cess involving the early identification of emotional difficul-
ties, risk assessment, and the development of personalised
support strategies. They also emphasised the need to ensure
equal access to psychological assistance for different social
groups. This approach helps to create a more supportive
environment in alternative care institutions, where children
often experience the loss of family ties and social isolation.
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M.R. Gémez-Juncal et al. (2025) examined the effec-
tiveness of psychosocial interventions for children and
families in at-risk groups, including those in alternative
care settings. The study focused on changes in emotional
state and family interaction. The authors found that trau-
ma-informed approaches improve children’s psychological
adaptation and promote greater stability in family relation-
ships. T.D. Mestre et al. (2024) address the issue of involv-
ing the family in the support process in their work devoted
to family-centred care for children with intellectual disa-
bilities. The researchers found that active family partici-
pation positively affects children’s emotional state, level of
adaptation, and social skill development. This indicates the
need to focus not only on the individual needs of the child,
but also on restoring social bonds to provide a sense of
emotional safety. Z.H. Duraku et al. (2023) also confirm the
importance of a supportive social environment. Their study
emphasises that psychological well-being largely depends
on the availability of social support and willingness to seek
help. The researchers found that cultural perceptions of
mental health can hinder access to psychological services.
In many communities, seeking help from a psychologist can
be accompanied by a fear of judgement or stigmatisation.
For children in the alternative care system, this problem is
exacerbated, as they often experience social rejection and
distrust adults. E. Giiney et al. (2024) further develop the
topic of attitudes towards psychological help by studying
gender differences in the willingness to seek psychologi-
cal support in Turkey. The results show that social norms
and cultural expectations directly influence openness to
psychosocial assistance. This points to the need to adapt
trauma-oriented programmes to the cultural behavioural
models of children and adolescents, since universal meth-
ods do not always take into account the specific features of
emotional self-expression in different societies.

The issue of access to support for young children is
examined in B. Shabdan (2023) work, which is devoted to
the child healthcare system in rural regions of Kyrgyzstan.
The researcher noted that inequality in access to medical
and social services increases the risk of emotional mal-
adjustment in children. A lack of specialists, geographi-
cal isolation and traditional parenting methods make it
difficult to provide psychological assistance in a timely
manner. For the alternative care system, this means creat-
ing more flexible support models that consider the social
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conditions in which children live. In particular, scholars
emphasise the importance of emotional support in fos-
tering psychological resilience. For example, W. Guo et
al. (2025) demonstrated that emotional support from
teachers positively impacts young people’s engagement
and academic confidence. Stable support from adults can
help restore trust and develop the capacity for adaptation
after a traumatic experience. Similar conclusions are pre-
sented in the review by T. Nonoyama et al. (2025) con-
cerning support for children with special medical needs
and their families. The authors emphasised the importance
of an integrated approach that combines medical, psycho-
logical, and social assistance. They found that coordina-
tion between different services improves children’s emo-
tional state and contributes to stable care.

Despite the areas addressed by the above-mentioned
authors, academic research still insufficiently explores the
adaptation of trauma-oriented approaches to the cultural
characteristics of children in the alternative care system.
The influence of the ethnocultural environment, linguistic
differences and family traditions on the effectiveness of
psychosocial support and the formation of trusting rela-
tionships between the child and specialists remains only
partially examined. The aim of this study was to inves-
tigate the impact of a trauma-informed approach on the
development of children in the alternative care system.
The objectives of the study were: to characterise the the-
oretical foundations of the trauma-informed approach in
work with children raised in alternative forms of care; to
examine the social and organisational practices of differ-
ent states regarding the development of alternative care
systems and support for children with traumatic experi-
ence; and to identify and substantiate scenarios for apply-
ing the trauma-informed approach in the context of so-
cio-psychological support and the adaptation of children
in the alternative care system.

B MATERIALS AND METHODS

The study employed a theoretical analysis of academic
sources, descriptive statistics, comparative analysis, mod-
elling, and generalisation. A theoretical analysis was con-
ducted of key aspects of childhood trauma and attachment
theory, focusing on children’s adaptation to alternative
family environments and the emotional and behavioural
challenges they face in institutional or foster care settings.
The study was based on the academic works of K. Coop-
er et al. (2023), N. Vyas et al. (2023) and K.I. Tumlin et
al. (2023). Additionally, it incorporated the theoretical
principles of attachment theory (Cherry, 2026) and child
maltreatment theory (Cicchetti & Carlson, 1989). This
enabled a comprehensive analysis of the impact of trau-
matic experience on a child’s emotional, behavioural and
social development. The study used descriptive statistics
to present indicators of the level of institutional care, in-
cluding regional and global benchmarks, the total num-
ber of children in alternative care and the proportion in
family-based and institutional care in selected countries.
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It also considered the impact of adverse childhood ex-
periences (ACEs) on learning difficulties and emotional
and behavioural problems. The effects of transitioning to
foster care, social and emotional learning, and trauma-in-
formed pedagogical approaches were also considered,
based on analytical reports by the UNICEF Europe and
Central Asia Regional Office (2024) and the U.S. Centers
for Disease Control and Prevention (n.d.).

A comparative analysis was conducted of the Child
Protection programme in Kyrgyzstan (United Nations Chil-
dren’s Fund in Kyrgyzstan, n.d.) and the Foster Care Pro-
gramme in Kazakhstan (Foster care in Kazakhstan..., 2025).
The Prevention of Family Separation and Childcare Reform
programme in Uzbekistan (United Nations Children’s Fund
in Uzbekistan, n.d.) and Alternative Care in Georgia (SOS
Children’s Villages Georgia, n.d.) were also examined. The
selection of these programmes was determined by their fo-
cus on reforming systems of alternative care for children,
developing foster care, supporting children with traumatic
experience, and integrating psychological mechanisms of
assistance in Central Asian countries and the neighbouring
region. Georgia was included in the comparative analysis
as a country with one of the most successful experiences of
deinstitutionalisation and the development of family-based
forms of alternative care in the post-Soviet region, making
it possible to use it as a reference model for comparison
with Central Asian countries. The choice of Central Asian
countries for comparative analysis was determined by their
active implementation of reforms in the system of alterna-
tive care for children, the development of foster care, and
the existence of programmes aimed at supporting children
with traumatic experience and integrating psychosocial
mechanisms of assistance into national child protection sys-
tems. The analysis was carried out according to the follow-
ing criteria: the level of integration of the trauma-informed
approach into the organisation of alternative family-based
care; the presence and depth of ACEs assessment before a
child is placed; the degree of preparation of foster parents
for working with trauma; the interpretation of the child’s
behaviour; the use of mechanisms of emotional regulation;
the existence of a system for preventing traumatisation; the
nature of psychosocial support; and the overall focus of the
child support system.

Using the modelling method, models of psychosocial
interaction between specialists and children were formu-
lated, focusing particularly on three scenarios: individual
interaction between a pupil and a teacher in emotional
distress, a group learning situation involving a pupil ex-
hibiting disruptive behaviour, and communication be-
tween a child with a history of trauma and a caregiver
in a foster care environment. These models were used
to analyse the specific features of applying a trauma-in-
formed approach in educational practice. Three models
of psychosocial interaction were developed in accordance
with three levels of social context: individual, group, and
family care. This made it possible to analyse the specific
manifestations of traumatic behaviour, the mechanisms of
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emotional regulation, and the effectiveness of trauma-in-
formed support strategies in different conditions of inter-
action between children, adults, and peers. These models
were formed by generalising typical situations described
in academic sources and by systematising practical expe-
rience reflected in UNICEF analytical reports. The models
function as theoretical constructs representing character-
istic scenarios of emotional, behavioural, and social inter-
action. This makes it possible to study the mechanisms
of emotional regulation, the manifestations of the conse-
quences of traumatic experiences, and the effectiveness of
trauma-informed interventions in different contexts of a
child’s interaction with adults and peers.

The factors influencing the impact of socio-psycho-
logical support on the cognitive abilities of children who
had experienced adverse childhood events were identi-
fied on the basis of the method of generalisation. These
factors included emotional stability, quality of family or
substitute care, and access to systematic psychological as-
sistance. Theoretical analysis identified the pedagogical
conditions for the effective application of a trauma-in-
formed approach.

B RESULTS

Psychological trauma is regarded as a complex devel-
opmental disorder arising from exposure to adverse life
events, such as the loss of parental care, neglect of ba-
sic needs, violence or a prolonged stay in an institutional
setting. According to psychological theories such as At-
tachment Theory (Cherry, 2026) and Child Maltreatment
Theory (Cicchetti & Carlson, 1989), such experiences
lead to a disruption in the formation of a basic sense of
safety. This sense of safety constitutes the foundation of
emotional stability and subsequent personality develop-
ment. Consequently, changes occur in the functioning of
the nervous system, manifesting as increased sensitivity
to stress, difficulty self-regulating, and reduced concentra-
tion capacity. The emotional manifestations of childhood
trauma are characterised by unstable emotional responses,
heightened anxiety and a fear of rejection, or conversely,
an avoidance of emotional contact (Bhutta et al., 2023).
Some children develop a distrust of adults, which can
make it difficult for them to build stable interpersonal re-
lationships. Behavioural characteristics often include im-
pulsivity, aggressive reactions, difficulty observing social
norms, and passivity and social withdrawal. These mani-
festations are not a conscious violation of rules, but rather
reflect the adaptive strategies formed in an unstable or
threatening environment.

The social development of children who have expe-
rienced trauma is complicated by the disruption of at-
tachment mechanisms. In the case of an institutional up-
bringing, the absence of a permanent adult figure leads
to the formation of fragmented or unstable social bonds.
In foster families, however, these processes may gradual-
ly stabilise. Nevertheless, adaptation is accompanied by
periods of emotional instability associated with previous
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experiences of loss and changes in environment. A pro-
longed stay in a stable family environment is important
for the gradual restoration of trust and social interaction
(Vyas et al., 2023). Adaptation to alternative forms of up-
bringing occurs in stages, beginning with an initial period
of emotional guardedness, followed by the formation of
trust and gradual integration into a new system of social
relations. Both children and the adults providing care are
involved in this process. Behavioural reactions in the in-
itial stages may include protest behaviour, withdrawal,
or an increased need for control on the part of the adults
involved. Once the environment is stable, anxiety levels
decrease and social interaction improves.

The trauma-informed approach is based on an under-
standing of how traumatic experiences impact a child’s be-
haviour and development. The approach involves creating
conditions in which the child is not retraumatised, while
their behaviour is interpreted in the context of previous
stressful experiences. The main principles of the approach
include providing a safe environment, ensuring predictabil-
ity in interactions, maintaining stable adult relationships,
offering emotional support, and considering the child’s in-
dividual needs. The approach also involves avoiding prac-
tices that may trigger the re-experiencing of stressful sit-
uations. Methods for implementing this approach include
structuring the environment, establishing clear rules, act-
ing consistently and developing positive communication.
Social and emotional learning approaches contribute to the
development of skills in recognising emotions, self-regu-
lation, and constructive interaction. A key aspect is form-
ing stable relationships with adults who provide emotional
support and serve as models of safe interaction (Hales et
al., 2026). Psychologists working with children who have
experienced trauma must be able to identify manifesta-
tions of psychological trauma, understand the mechanisms
through which it affects behaviour and development, and
be proficient in supportive interaction methods. Psycholo-
gists must be able to maintain emotional stability in diffi-
cult situations, avoid reactive responses and apply individ-
ualised approaches to parenting (Tumlin et al., 2023).

The way childhood trauma is perceived and the ef-
fectiveness of trauma-informed support are determined
by cultural norms, family traditions, the role of the com-
munity, attitudes towards psychological help, linguistic
features and the level of stigmatisation. In societies that
are strongly oriented towards family and kinship values, a
child’s experiences are more often interpreted in terms of
upbringing and discipline than as a consequence of trau-
ma, which can make it difficult to identify psychological
difficulties early on. A high level of stigmatisation sur-
rounding psychological help, coupled with limited access
to counselling services, can reduce families’ and teachers’
willingness to seek professional help, thereby affecting
the timeliness and effectiveness of interventions. At the
same time, language barriers and differences in terminol-
ogy used to describe a child’s emotional state can hinder
communication between specialists and families, resulting




Batyrbekova et al.

in inaccurate diagnoses and misunderstandings regarding
the child’s needs. The role of the community and tradi-
tional forms of social support can strengthen protective
factors through collective care, but it can also limit the
individualised approach required for implementing trau-
ma-informed practices (Melamed et al., 2024).
Generalising the results of the theoretical analysis en-
ables the definition of a trauma-informed approach as a
systemic model for working with children. This approach

considers their previous experience and aims to create con-
ditions that facilitate the gradual restoration of emotional
balance and the development of social interaction within
children’s homes and foster families. Table 1 presents the
specific features of the distribution of institutional and
family-based care for children in Central Asian countries,
demonstrating differences in the level of deinstitutional-
isation and the development of family-oriented forms of
support for children.

Table 1. Indicators of institutional and family-based care for children in Central Asia

Country/level Indicator Value
Central Asia (region) Level of institutional care 203 per 100,000 children
Global level Baseline average level of institutional care 105 per 100,000 children
Central Asia (region) Total number of children in institutional/alternative care 60,000 children
Kyrgyzstan Share of children in family-based care 69%
Kazakhstan Share of children in institutional care 44%
Uzbekistan Share of children in institutional care 58%
General international indicator (ACEs) Risk of learning difficulties with =4 ACEs 2-3 times higher
International indicator (institutional care) Increase in emotional and behavioural difficulties 30-50%
International indicator (foster care) Reduction in behavioural problems (12-24 months) 25-35%
International indicator (foster care) Improvement in academic achievement 10-20%
International indicator (SEL) Improvement in academic and behavioural outcomes 11-20%
International indicator Improvement in teacher-child interaction 30-40%
(trauma-informed approaches)

Source: compiled by the authors based on UNICEF Europe and Central Asia Regional Office (2024), U.S. Centers for Disease

Control and Prevention (n.d.)

In Central Asian countries, significant variability re-
mains between models of family-based and institutional
care. This directly affects children’s socio-psychologi-
cal development and the formation of their educational
trajectories. Family-based forms of upbringing create a
more stable emotional environment and strengthen pro-
tective developmental factors. In contrast, a higher share
of institutional care is associated with an increased risk
of emotional and behavioural difficulties due to limited
personalisation of interactions and a lack of stable attach-
ments. Meanwhile, international data on adverse child-
hood experiences shows that experiencing multiple trau-
mas significantly increases the risk of learning difficulties
and impaired social adaptation, highlighting the need for
trauma-informed support models. Foster care and social
and emotional learning are effective because they pro-
vide personalised interaction, stable emotional bonds and
self-regulation development. Trauma-informed approach-
es improve pedagogical interaction quality by considering
the child’s individual traumatic experience. Overall, the
results obtained reflect the effectiveness of psychosocial
interventions depending on the degree of family integra-
tion, environmental stability and the extent to which trau-
matic experience is considered in educational and social
practices. The centrality of the family, extended family
and community in child-rearing systems in Central Asian
countries highlights their role as fundamental sociocultur-
al institutions in fostering emotional stability and social
integration. In this context, a new approach is emerging
that considers childhood trauma to be a consequence of
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adverse developmental experiences and rethinks institu-
tional care. These findings provide a foundation for fur-
ther comparative analysis of psychosocial support models
for children in various alternative care settings.

In Kyrgyzstan, Kazakhstan and Uzbekistan, state- and
internationally-supported initiatives are being imple-
mented to reform the alternative care system for children.
These include UNICEF programmes on deinstitutionalisa-
tion and the development of family-based care, such as
the Child Protection Programme in Kyrgyzstan (United
Nations Children’s Fund in Kyrgyzstan, n.d.), the Foster
Care Development Programme in Kazakhstan (Foster care
in Kazakhstan..., 2025) and the Keeping Families Togeth-
er in Central Asia programme in Uzbekistan (UNICEF
Europe and Central Asia Regional Office, 2024). These
initiatives aim to reduce residential care, strengthen fam-
ily-based care and introduce case management in child
protection. These programmes gradually regard insti-
tutional care as a temporary solution while prioritising
keeping children in family environments and developing
professional foster care systems. Additionally, approach-
es involving inter-agency coordination of social services,
assessment of the child’s needs, and the development of
individual protection plans are employed. This increas-
es the targeted nature of assistance and reduces the risk
of retraumatisation. In Georgia, the state Child Welfare
and Alternative Care Reform programme, supported by
UNICEF, is implementing reform of the alternative care
system. This programme provides for the deinstitution-
alisation of young children, the development of foster
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families and professional foster care, and the strengthen-
ing of the role of communities and social services in the
early identification of family crises. This model demon-
strates the most consistent transition towards a fami-
ly-oriented system in which institutional care is used only
as an exceptional, short-term form of support (United
Nations Children’s Fund in Georgia, 2024). Table 2 pre-
sents the results of a comparative analysis of alternative

childcare practices in Kyrgyzstan, Kazakhstan, Uzbeki-
stan and Georgia, reflecting the characteristics of the pro-
grammes, including models of substitute families, the level
of development of family-based forms of upbringing, the
degree of institutionalisation of the child protection sys-
tem, the specific features of preparation and support for
foster families, and approaches to integrating trauma-in-
formed practices into national social protection systems.

Table 2. Comparative analysis of trauma-informed practices in systems of family-based alternative care

Aspect
of analysis

Kyrgyzstan (Child
Protection, UNICEF)

Kazakhstan
(Foster Care Programme)

Uzbekistan (Family

Preservation Reform) Georgia (Alternative Care)

Reactive model: the family
is involved after crisis
events; trauma is taken
into account fragmentarily

Trauma-informed
organisation
of family care

Partly systemic model:
consideration of traumatic
experience as a mandatory

component of child placement

Focus on preventing
separation, but without
in-depth trauma-
informed diagnosis

Systemic trauma-informed
model: assessment of
traumatic experience is a
basic condition of placement

Assessment of
childhood trauma
(ACEs) before

Limited, mostly social risk
assessment

Standardised tools for
assessing the behavioural
and psycho-emotional

Mainly socio-family
assessment without
in-depth trauma

Comprehensive assessment of
ACEs with psychological and
behavioural profiling

placement consequences of trauma screening of the child

Preparation . . Mandatory training . . Standardised trauma-

General social preparation . Limited preparation, : .

of foster . . with elements of trauma . informed preparation:
without a systemic ' focused on family - :

parents (trauma awareness: stress, emotional regulation, co-
trauma focus - o support -
competence) behaviour, crisis regulation, secure attachment

Behaviour is often

Approach to the interpreted as a

child’s behaviour

Behaviour is considered
as a consequence of stress

Behaviour is regarded as a

A family-normative manifestation of traumatic

interpretation . in i ith
of behaviour experience, in ine wit
predominates the principle of avoiding

retraumatisation

Partial implementation
of psychological support
and case management

disciplinary problem and trauma
Mechanisms
of the child’s Unstructured, dependent
emotional on individual specialists
regulation

Focus on family
support without
systemic therapeutic
interventions

Integrated trauma-informed
practices: stabilisation, co-
regulation, safe environment

Prevention of No systemic prevention

Partly taken into account

Central principle of the
system: minimisation of

Focus on preserving
the biological family

for the child

retraumatisation model through specialist support as a protective factor retraumatisation
P . Multidisciplinary trauma-
sychosocial . - 3
. . Case management with . . informed support:
support Basic social support Socio-family support

psychological services

psychologist, social worker,
family

Focus of the

Crisis response
support system

Combined model of support
and stabilisation

Restoration of safety,
trust, attachment
and self-regulation

Prevention of family
separation

Source: compiled by the authors based on Foster care in Kazakhstan... (2025), United Nations Children’s Fund in Kyrgyzstan (n.d.),
United Nations Children’s Fund in Uzbekistan (n.d.), SOS Children’s Villages Georgia (n.d.)

A comparative analysis was conducted to reveal dif-
ferences between alternative childcare programmes in
Kyrgyzstan, Kazakhstan, Uzbekistan and Georgia. These
differences are determined by varying levels of institution-
alisation within the child protection system, approaches
to developing family-based forms of care, and the de-
gree to which socio-psychological support is integrated.
In Kyrgyzstan, reform is being implemented through the
Child Protection in Kyrgyzstan programme, with the aim
of developing family-based care and gradually reducing
residential care (United Nations Children’s Fund in Kyr-
gyzstan, n.d.). In Kazakhstan, the “What We Do in Ka-
zakhstan” programme is being implemented, with an
emphasis on establishing a system of professional foster
care and standardising alternative forms of care (United
Nations Children’s Fund in Kazakhstan, n.d.). In Uzbeki-
stan, the Keeping Families Together in Central Asia pro-
gramme is being implemented, with the aim of preventing
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the separation of children from their biological families
by strengthening social services and identifying risks at
an early stage (UNICEF Europe and Central Asia Regional
Office, 2024). In Georgia, the EU and UNICEF programme
“Supporting the Government to Protect a Child’s Right
to a Family Environment” is operational (United Nations
Children’s Fund in Georgia, 2024). This programme pri-
oritises consistent deinstitutionalisation and the develop-
ment of long-term, family-based care models.

O. Nehrii (2025) noted that a reduction in the num-
ber of crisis pedagogical situations in work with children
who have traumatic experience is possible provided that
trauma-informed pedagogical scenarios are implemented
systematically, performing not only a reactive but, above
all, a preventive function. The use of such scenarios makes
it possible to prevent emotional breakdowns, conflict-re-
lated behavioural reactions and the disorganisation of the
learning process by creating a predictable, structured and
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safe environment. The main purpose of using pedagogical
scenarios is to form stable models of interaction between
the adult and the child, in which the child’s behaviour is
regarded as a signal of their emotional state rather than as
a breach of discipline.

Correcting behaviour in such situations involves rec-
ognising stress triggers early on, applying emotional regula-
tion techniques and gradually teaching the child self-control
skills. Breathing stabilisation methods, grounding tech-
niques, visual lesson structures and co-regulation with an
adult can reduce the intensity of stress responses and pre-
vent them from escalating (Dajani et al., 2025). Rather than

controlling behaviour through punishment, pedagogical
scenarios should aim to restore the child’s internal balance,
which reduces the frequency of crisis situations in the long
term. Thus, the systematic application of these approaches
stabilises the educational process and improves children’s
psychological safety. Table 3 presents modelled forms of
psychosocial interaction between the specialist and the child
when implementing the trauma-informed approach in indi-
vidual, group, and foster care contexts involving children
with traumatic experiences. It describes behavioural man-
ifestations, pedagogical actions, tools of emotional regula-
tion, and expected psychological and pedagogical outcomes.

Table 3. Models of psychosocial interaction between the specialist and the child within the trauma-informed approach

Model
. of psychosocial Number of Type . . Tools and Psychological
interaction between . of child/group | Pedagogical actions . Lo
o participants K mechanisms and pedagogical impact
the specialist behaviour
and the child
Impulsive . . Brgathmg Restoration of emotional
.. . . N Instead of punishment: | exercises (4-4-
Individual interaction behaviour, . « ) balance and gradual return to
: . a pause, lowering the 6), “emotional - .S A
between a pupil and | 1 pupil + 1 refusal to : et - learning activity. Reduction in
- voice, support, shifting labelling A
a teacher during an teacher complete tasks, - stress activation, development
: . the focus from the task technique, - .
emotional breakdown emotional T - of self-regulation, and formation
to the child’s state grounding, calm- :
outburst of trust in the teacher
down pause
. . Calm corner, | Restoration of discipline without
- Isolation of the conflict | _. - -
Group learning . . S - visual classroom escalation of the conflict.
. e ¢ 5-6 Conflict, noise, situation without . . .
situation involving ; X A . i rules, activity Reduction in group tension,
: - pupils + 1 | disorganisation, stigmatisation, a . P )
conflict behaviour by o stop signal, short stabilisation of the learning
. teacher group agitation | structured pause for the .
one pupil group breathing | process, and development of
class, return to rules A . .
synchronisation collective regulation
. Acceptance of . Gradual formation of trust
Interaction between a - Co-regulation, . -
- . . L emotions, calm .o - and reduction of resistance.
child with traumatic . Rejection of the active listening, -
- 1 child + 1 - presence, absence N Formation of attachment,
experience and a - adult, distrust, mirroring of e -
N caregiver of pressure, gradual . stabilisation of emotional state,
caregiver in a foster- verbal protest - emotions, stable -
- establishment . - : and reduction
care environment interaction ritual . .
of contact of reactive behaviour

Source: compiled by the authors on the basis of UNICEF Europe and Central Asia Regional Office (2024), United Nations
Children’s Fund in Kyrgyzstan (n.d.), United Nations Children’s Fund in Uzbekistan (n.d.)

The psychosocial interaction models presented in the
table reflect the key mechanisms of the trauma-informed
approach. This approach is aimed at stabilising the child’s
emotional state, restoring a sense of safety, and forming
trusting relationships with adults in individual, group, and
family contexts. They are significant because they replace
punitive and directive practices with supportive strategies
for behaviour regulation, such as providing emotional sup-
port, maintaining a structured environment and facilitating
co-regulation. This reduces stress levels, prevents conflict
escalation and enables the gradual restoration of learning
and social activities. Such approaches are particularly im-
portant in the foster care environment, as they contribute
to the formation of secure attachments, reduce reactive be-
havioural manifestations, and promote the long-term psy-
chological stabilisation of children with traumatic experi-
ences. This is consistent with the principles of alternative
care and family-oriented support.

Implementing the trauma-informed approach in Kyr-
gyzstan requires teachers, psychologists and caregivers to be
prepared to use methods for recognising childhood trauma
and emotional regulation, as well as breathing exercises and

Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026

visualised rules of behaviour. This will help them to create a
safe and predictable educational environment. This involves
interaction between schools, social services and foster fami-
lies, using training cases in pilot programmes and assessing
effectiveness by analysing changes in children’s behaviour,
anxiety levels and engagement in learning. Studies of chil-
dren who have experienced adverse childhood experiences
have shown that the consequences of ACEs primarily man-
ifest as disturbances to psycho-emotional stability, self-reg-
ulation, social adaptation and the formation of trust in the
surrounding environment (Malik & Marwaha, 2023). ACEs
include physical or psychological violence, neglect, loss of
parental care, prolonged institutional care, family conflict
and emotional deprivation. Such events cause chronic stress,
affecting the child’s nervous system and increasing anxiety
and emotional tension. This disrupts their capacity for safe
interaction with others. Consequently, many children exhib-
it difficulties in controlling their emotions, displaying either
impulsive or withdrawn behaviour, heightened vigilance, a
fear of making mistakes, and a distrust of adults. This negative-
ly impacts interpersonal relationships, the ability to achieve
social integration, and the formation of stable attachments.
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One of the key factors in overcoming the consequences
of a traumatic experience is the quality of family or sub-
stitute care received. Children who are raised in a stable
environment with consistent adult support are able to re-
cover their sense of safety and emotional predictability
more quickly. Parents, guardians or foster families play an
important role in responding to a child’s behavioural diffi-
culties with understanding rather than punishment or strict
control. Stable relationships with adults contribute to the
formation of trust, the development of emotional self-regu-
lation skills, and a reduction in anxiety levels. By contrast,
frequent changes of residence, unstable care or an absence
of support intensify feelings of danger and social isolation.
It has been shown that ACEs also disrupt a child’s cogni-
tive functioning, as prolonged stress reduces their ability
to concentrate, control their behavioural responses, make
decisions, and interact effectively with their social envi-
ronment. Children may experience difficulties planning ac-
tions, memorising information, adapting to new situations,
and maintaining constructive communication. However,
the extent of these impairments depends on the level of
support that the child receives from their family, the ed-
ucational environment and the social protection system.
Access to systematic psychological and social assistance is
particularly important as it ensures the early identification
of emotional difficulties and provides stable support for de-
veloping skills for safe interaction (Neumann et al., 2021).

The trauma-informed approach is considered an effec-
tive way of restoring psychological and emotional safety,
as well as social integration, in children who have expe-
rienced ACEs. Implementing this approach involves cre-
ating a predictable and supportive environment in which
the child is not exposed to traumatisation. Key compo-
nents include developing emotional self-regulation, using
co-regulation techniques, supporting positive attachment,
forming trusting relationships with adults, and providing
continuous psychological support. When working with
children, it is advisable to employ safe communication
strategies, visualised behavioural rules, emotionally sup-
portive rituals and consistent forms of interaction. Compre-
hensive psychological and social support helps to reduce
anxiety, improve social adaptation and restore a sense of
safety, while gradually fostering the ability to form trust-
ing interpersonal relationships. Consistency of support
from psychologists, social workers and family members is
an important factor in positive dynamics, since it is the
stability of interaction that enables the child to gradual-
ly reduce internal tension and develop a sense of control
over their own emotional state. Research by A.D. Stein et
al. (2023) showed that children who regularly receive
emotionally safe support demonstrate a lower tendency
towards aggressive reactions, avoidance of contact, and
social isolation. At the same time, a supportive environ-
ment fosters communication skills, the ability to seek help,
constructive responses to conflict, and the maintenance of
interpersonal relationships. Another significant component
is the interdisciplinary collaboration between social and

Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026

psychological services, ensuring continuity of support and
a timely response to changes in the child’s emotional state.
Through a trauma-informed approach, children gradually
restore their ability to achieve emotional stability, engage
in safe social interactions, and develop trust in adults. This
reduces behavioural difficulties, strengthens the sense of
protection and develops more resilient psychological ad-
aptation mechanisms in everyday life. Supportive practices
also contribute to restoring the child’s positive self-esteem
and emotional confidence within society.

H DISCUSSION

The models of psychosocial interaction presented here re-
flect the practical implementation of the trauma-informed
approach in individual, group, and foster care environ-
ments. They aim to replace punitive pedagogical respons-
es with supportive and regulatory strategies. The models
demonstrate the multi-level interaction between intercul-
tural factors, the trauma-informed approach, and psycho-
social support for children within the alternative care sys-
tem. Support is most effective when emotional sensitivity,
cultural adaptation and the coordinated work of specialists
from different fields are combined. This aligns with the
findings of C.R.M. de Beer et al. (2024), who analysed peer
support models for children with mental health issues and
found that mutual support and social inclusion strength-
ened adaptive resources. The authors emphasised that the
sustainability of such models depends on support being
integrated into institutional practices. Analysis of the ob-
tained data shows that the level of emotional support in the
alternative care system directly correlates with the quali-
ty of children’s adaptation to new social conditions. Psy-
chological trauma in children is a complex developmental
disorder arising from the loss of parental care, violence,
or institutional upbringing. It leads to persistent changes
in emotional, behavioural, and cognitive domains. This is
consistent with the findings of K. Hettinger et al. (2023),
who established a link between emotional support from
teachers and the development of learning motivation. The
researchers note that a positive emotional climate in the
classroom strengthens interest in learning and reduces
anxiety levels. A similar pattern is reflected in the work
of G. Mudhar et al. (2024), who state that inclusive ap-
proaches are more effective when teachers collaborate and
have professional confidence. The scholars emphasise that
cooperation between teachers improves the quality of emo-
tional support provided to pupils. The data demonstrate
that the trauma-oriented approach reduces manifestations
of emotional maladjustment, particularly in cases of early
trauma. This is consistent with the findings of N.L. Maje-
bi et al. (2024), who describe the integration of trauma-in-
formed practices into educational systems as a means of
addressing behavioural issues in vulnerable groups. Addi-
tionally, the scholars note that such approaches enhance
children’s capacity for self-regulation. Institutional care in
Central Asian countries remains relatively high, exceed-
ing global indicators. This indicates the uneven nature of
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deinstitutionalisation processes in the region. Similar pro-
visions can be found in the works of L. Wang et al. (2024)
and A. Chacko et al. (2024), in which psychological first
aid following traumatic events is considered a means of
stabilising the emotional state. The researchers emphasise
that timely intervention reduces the risk of developing
post-traumatic disorders.

The level of trust that children have in the care system
is determined by the intercultural sensitivity of specialists.
This is confirmed by the findings of R. Lyons et al. (2024),
who found that emotional support within the family in-
fluences long-term decision-making and psychological sta-
bility. It is noted that stable emotional bonds contribute
to increased resilience. Similar conclusions were reached
by A. Diab & E. Green (2024), who emphasised the im-
portance of supportive systems in fostering resilience in
professional and social contexts. The scholars also stressed
that mentoring support reduces emotional burnout among
teachers. This is also highlighted in the study by R. Ho-
sokawa et al. (2024), which found that social and emo-
tional learning from an early age improves emotional reg-
ulation. Programmes have a long-term positive effect on
children’s behaviour. A.W. Syakhrani & A. Aslan (2024)
present similar results, identifying the role of informal fam-
ily learning in determining the development of children’s
social competence. The family environment is emphasised
as a basic factor in the formation of emotional maturity. Ef-
fective pedagogical interaction with traumatised children
requires methods of emotional regulation and support to
be employed. This contributes to the restoration of trust
and improvement in behaviour and academic achievement.
This is consistent with the conclusions of A. Tomoda et
al. (2025), who analysed the neurobiological consequences
of child maltreatment on brain structure and function, and
attachment mechanisms. Notably, a correlation was iden-
tified between early traumatic experiences, disruptions in
neural network development, and the development of dis-
organised or insecure attachment patterns in children. The
authors emphasise that empathy improves the quality of
interaction with patients. The study by J.D. Kliewer-Neu-
mann et al. (2023) focuses on the symptoms of attachment
disorders in children in foster families, examining their re-
lationship with the level of secure attachment. The study
shows that the quality of attachment substantially deter-
mines the severity of emotional and behavioural difficul-
ties, as well as the level of a child’s social adaptation. These
findings are consistent with those of C.J. Wiedermann et
al. (2023), who argue that educational policies form the
basis of a mental health support system. The researchers
emphasise the need for intersectoral collaboration to im-
prove assistance effectiveness. Within the foster care envi-
ronment, interaction models contribute to the development
of secure attachments and the restoration of trust in adults.
This is a key factor in long-term emotional stabilisation.
M. Eiberg (2024) shares this view. They studied the cog-
nitive functioning of children in out-of-home alternative
care, including intelligence levels, executive functions such
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as attention, working memory, and cognitive flexibility, as
well as the overall development of brain functions, com-
paring them with normative indicators.

The study revealed significant delays in most cognitive
domains and an elevated incidence of cognitive challenges
among this group of children. Analysis of the results ob-
tained demonstrates the role of the educational environ-
ment in fostering psychosocial resilience. This is consistent
with the findings presented in the article by N. Naeem et
al. (2022), which examined the neurobiological mechanisms
involved in the formation of early attachment in infants, as
well as the impact of traumatic experience on parent-child
interaction. The authors demonstrated that disrupting
emotionally sensitive interactions in early childhood leads
to changes in the development of the brain’s stress-regu-
lation systems, particularly the hypothalamic-pituitary-ad-
renal axis. This has a negative impact on the formation of
secure attachments, emotional regulation, and subsequent
social development. This study emphasises that early trau-
matic experiences can have long-term neurobiological con-
sequences for personality development. These findings are
consistent with those of R.S. Kennedy et al. (2023), who
found that racial differences in the alternative care system
influence children’s level of well-being. Integrating psycho-
logical, social, and pedagogical support tools systemically
increases the effectiveness of assistance for children with
traumatic experiences, creating conditions for their safe
social integration and emotional well-being. The need to
eliminate structural inequalities is emphasised. A child’s
behaviour gradually changes from reactive to more con-
trolled through stable rituals and consistent adult behav-
iour. This reduces anxiety levels and the sense of danger.
This is consistent with a study by D. West et al. (2022), in
which the formation of attachment in young children in
foster families was analysed. It was found that the quali-
ty of attachment largely depends on the stability of care,
the sensitivity of foster parents, and the length of time the
child spends in the family environment. They also found
that secure attachment is associated with better emotional
regulation and social adaptation. Generalising the results
obtained shows that combining intercultural, trauma-ori-
ented and alternative approaches is the basis of effective
psychosocial support for children in the alternative care
system. It has been established that the effectiveness of
such support is enhanced through emotional sensitivity,
early intervention, and the use of various therapeutic and
digital tools. The results confirmed that the effectiveness of
psychosocial support for children in alternative care sys-
tems depends on combining a trauma-informed approach
with intercultural sensitivity, emotional support, and inter-
disciplinary collaboration among specialists. This approach
contributes to restoring trust, self-regulation, social adap-
tation, and psychological resilience in children.

B CONCLUSIONS
Psychological trauma is regarded as a complex develop-
mental disorder resulting from the loss of parental care,
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violence, or a prolonged stay in institutional settings. It is
manifested by disturbances in emotional regulation, behav-
ioural stability, and cognitive functioning. It was also estab-
lished that the average level of institutional care in Central
Asia is approximately 203 per 100,000 children, which is
almost twice the global benchmark of 105 per 100,000.
Significant differences are observed across countries in the
region. In Kyrgyzstan, for example, family-based forms of
upbringing predominate at around 69%, whereas in Kazakh-
stan, a mixed model is emerging with around 44% of chil-
dren in institutional care. In Uzbekistan, however, a higher
proportion of children are in institutional care, at around
58%. This indicates uneven deinstitutionalisation processes
and different levels of alternative care system development.

A comparative analysis of alternative care programmes
in Kyrgyzstan, Kazakhstan, Uzbekistan and Georgia re-
vealed different conceptual approaches to organising sub-
stitute families. In Kyrgyzstan, programmes focus on tran-
sitional forms of support and the gradual introduction of
family-based upbringing. In Kazakhstan, a structured fos-
ter care system has been established, offering foster fam-
ily’s professional status and state support. In Uzbekistan,
strengthening the biological family and preventing fam-
ily separation remain priorities. By contrast, in Georgia,
alternative care is regarded as a long-term family model
with a developed support infrastructure. The differences
between the programmes are determined by the degree
of institutionalisation of the system, the role of the state
in preparing foster families and the level of integration
of psychological and trauma-informed support. Analysing
models of psychosocial interaction between specialists and
children - including individual interaction, group conflict,
and the foster care environment — showed that working
effectively with children who have experienced trauma
depends on educators’ ability to use emotional regulation,
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AHHOTauUMSA. By U3UIOe6HYH MakcaTsl ajJbTepHAaTUBAWK KAMKOPAYKTarsl OanmapAbl NCHUXOCOLMAJABIK KOJAOOAO
MaJaHUATTap apajblk acleKTUJIepAu >XaHa aJapAplH Oanjap YHJIepyHOe XaHa Oarelnl ajayydyy Yi-OyseJiepae
TapbussiaHraH 6ajifjap MeHeH UIITeeAery HaTHIDKaIYYJIyTyH 3CKe ajlyy MeHeH TpaBMara HermusjesreH MaMuJIeH! UIIKe
ampIpyy WapTTapbiH aHBIKTOO 60roH. U31iiilee MeTOA0JIOTrHsACHHA aKkaJeMUsIIbIK OyJIaKTapAblH TEOPUAJIBIK TaJ00Cy,
3J1 apajiblk kKaHa alMaKTBIK IpOorpaMMaliapblH CaJBIITEIPMAJIyy TaJAOOCy XaHa MeKeMeJIUK JXaHa YH-OYJIesyK
KaMKOpAyK OOIOHYa CTAaTHCTUKAJIBIK MaasbIMaTTapAbl TaJagoo KupreH. Byn makanaga OuyinM Oepyy ueiipecyHne
TpaBMara HerusJejreH MaMWJIeHM KOJIOHYYHYH IeJarorukajblK IIapTTapbl HerusfeseT jaHa MyrajJuMAepAuH
KPU3UCTUK KbIpAaasfapAa KaH[all XXypYM-TYpyMy KepeKTUru cyHymrasnart. Msungeene Ganmapharbl MCHUXOJIOTHAIBIK
TpaBMa aTa->HeHUH KaMKOPAYTYH KOTOTyyaH, 30MOYJIyKTaH Xe y3aK MOOHOTTYY MeKeMeJIeITUPYYASH KeJIUI YbIKKaH
TaTaajl eHyryy Oy3ysylly KaTaphbl Kapajapbl aHbIKTaJraH. MblHAAN TpaBMaHbIH SMOLMOHAJIABIK TYPYKTYYJIyKTYH HErnu3u
0O0JITOH KOOIICY3JyKTYH HErn3ru Ce3MMMHUH KaJIbIITaHbIIIBIHA TePC Taacupu O6aca GesrusieHreH. Keickaga MaasyibiMaTTap
kepceTkeH/Iei, bopbopayk Asusana MekeMeanK KaMKOpAYKTYH KepceTkyuy 100 000 6asara 6oymxos1 MeHeH 203 Gasara
Tyypa kejet, 6ya 100 000 6asnara 6osmxos MeHeH 105 6asara 6apabap 00JIrOH rji00aifblKk KOPCOTKYUYTOH allblll TYIIOT.
Omost a51e yuypAa, Kelpreiscranjare! 6angapAsH 60x01 MeHeH 69 % yil-0yJ1es1yK KaMKOPAYKKA JKalralThIpblIraH, ajl
osMu Kasakcrtanma 60Jpkxos1 MeHeH 44 % xaHa ©306ekctanga 58 %, Oys eskesiep 600HYA aJabT€PHATHUBANK KaMKOPAYK
MoJieJIlepuHAery OJIyTTyy alibipMadblIbIKTapAb!l Yarbliasipat. Hatelibkaga, oMOIMOHAABIK )KOHT'e cajlyy MeXaHU3M/epu
Oy3yJIym, TBIHUCBI3AAHYYHYH KYUeIly ’KaHa TYpPyKCy3 peaknusuiap KaTtapbsl KOPYHeepy aHBIKTaaAbl. JKypyM-TypyMAyK
ajlanranyaaarsl KeIMbBIHYBUIBIKTAP XKaHa KeHYJI TONTOO XeHAeMAYYJIYTYHYH TOeMeHelly Aa 6alikasaT. AQUCTepANH )XaHa
GasiapAbplH OPTOCYHAArbl IICXOCOIMAJIABIK 63 apa apakeTTeHYY MoJieJIIepH XeKe, TONTYK XaHa YH-0YJIeTyK KaMKOPIyK
KOHTEKCTTepUH/e 3MOLUOHAJIIBIK, )XYPYM-TYPYM/YK XaHa COLMaAbIK OaliJIaHbIIITH KaMThIraH TUITYY KblpAaaJiiap/sl
YarsUIAbIpaT. ByJl SMOIMOHAIIBIK XOHI'® Cajlyy MeXaHU3MJIepHH, TPaBMAaTHUKAJIBIK TaXXphliibasapablH KOPYHYLITOPYH
’kaHa KOJIJ0OYy )KaHa TpaBMara HermsjeJreH KUHJINTUIIYY CTpaTerusaJIapblHbIH HaTBIIKaIYyJIyTyH TaJIJOOI0 MYMKYHAYK
6epet. N3MJI106HYH IPAKTHUKAJIBIK MaaHNCH aHbIH [ICUXOJIOTHAJIBIK XaHa MeJaroruKaiblK KOJIJIOOHYH HaThIKAIYyIyTyH
KOropyJiaTyy MakcaTblHJa ajbTepHAaTHUBAWK KaMKOpAyKTarsl 6ajjap MeHeH uIlTee[e OMIUM Oepyy aHa COLMAIABIK
MpaKTHKara TpaBMara HerusfesreH MaMUJIeH!U KUPru3yy MyMKYHUYJIYTYH/e XaTaT

Hermsru cespep: sMmolMOHAIABK abajl; THIHUCHI3JaHyy OAEHID3JIM; COLUAJIABIK Khi3MaTTap; Oareil aayydy Y-
GyJ1e/16p; MeJaroTUKaIbK 63 apa apakeTTeHYY; JeMHCTUTYHNOHAIAALITHIPYY
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AHHOTauuA. llenbl0 AaHHOrO HCCJIEAOBaHUA OBLJIO BBIABJIEHUE YCJIOBHUI BHEAPEHUA IOAX0Ja, YYUTHIBAIOIIETO
TpPaBMAaTHUYECKUI OIBIT, B IICMXOCOLNAJIBHYIO MOJEPXKKY JeTell, HaXOAAMNXCA B aJIbTEPHATUBHBIX (OpMax OIeKH, ¢
Y4eTOM MEXKYJIbTYPHBIX aCIIEKTOB, a TaKXe OoIjeHKa ero 3¢ @eKTUBHOCTH 1pu paboTe ¢ AeTbMH, BOCIUTHBAIOINMUCA B
JIETCKUX JOMax U IPUEeMHBIX ceMbsAX. MeTojoJIorusA nccjieloBaHNsA BKJII0Yasla TeOpeTUYeCKUl aHaIn3 akaJleMU4ecKux
WCTOYHUKOB, CPAaBHUTEJIbHBIN aHaJIN3 MeXAYHAPOAHBIX 1 PerMOHaIbHBIX IPOrpaMM, a TaKkKe aHaINu3 CTaTUCTUYeCKUX
JlaHHBIX 00 MHCTUTYLMOHAJIBHON M ceMelHOol omeke. B cTaTbe 000CHOBaHHBI IeJlarornieckre ycJIOBUA NpUMeHeHUA
NIOAX0/a, YYUTBIBAIOLIEr0 TpaBMaTUYeCKUI OIBIT, B 0Opa3oBaTeJbHON cpefle U NpeasoXeHbl peKOMeHJaluu Io
MOBEJIEHUI0 yuuTesell B KPU3HCHBIX CUTyaluax. McciieqoBaHue MOKas3ajio, YTO ICUXOJIOTUYecKas TpaBMa y JeTel
paccMaTpuBaeTcs KaK KOMIUIEKCHOE HapylleHue pPa3BUTHA, BO3HUKAWIIEe B pe3yJibTaTe MOTePU POAUTEJIbCKOH
3a00TBl, HAaCWJINUA WM JJIMTEJIbHON WHCTUTYIHMOHanIu3anuu. IIoJYepKHyTO HeraTUBHOE BJIMSAHHE TaKOU TpaBMBI
Ha ¢QopMupoBaHue 6a30BOro 4YyBCTBA 6e30MaCHOCTH, SBJIAIIIETOCA OCHOBOH 3MOLMOHAJIBPHOHU CTAOWJIBHOCTU.
OGobuieHHble JaHHbBle CBUAETEJIbCTBYIOT O TOM, YTO IOKa3aTejb MHCTUTYLMOHAJIbHOHN omneku B LleHTpanbHON A3nunu
cocrtasiisier npubausutespbHo 203 Ha 100 000 geTeil, 4TO MpeBHIIAeT CpeJHEMHPOBOI IOKa3aTesb okojio 105 Ha
100 000. Mexay Tem, okoJyio 69 % feteii B KbIprelacTaHe HaXO4ATCA Ha IONeYeHUN ceMel, II0 CpaBHEHMIO C IPUMEPHO
44 % B KazaxcraHe u 0koJio 58 % B Y36eKucTaHe, 4TO OTPaXaeT 3HAUYUTEJIbHbIE PA3JINUUA B aJIbTEPHATHUBHBIX MOJEJIAX
yXoZla B Pa3HBIX CTpaHaxX. YCTaHOBJIEHO, YTO B pe3yJibTaTe HapyIIAITCA MeXaHU3Mbl 3MOIMOHAJIBHON peryJsaluy,
NIpOABJIAIOIIMECs B IOBBIIIEHHON TPEBOXHOCTU U HecTabWJIbHBIX peaknusax. Takxe HabJ0falTCad TPYAHOCTH B
NoBeJIeHUYeCcKOl afanTaluy U CHIXKeHNe CIocOOHOCTU K KOHLleHTpalnuu. MoJesn NCUXoCcoiaabHOI0 B3auMOAeCTBUSA
MeXJy CHeluaJucTaMu U AeTbMU OTPakaloT TUIIMYHBIE CUTYalllH, BKJIIOYaloI/e SMOLMOHAIbHBINI, I0BeleHIeCKUN 1
COIMAJIPHBIN KOHTAKT B KOHTEKCTe MHANBUAYAJIbHOI'O, IPYNIIOBOTO ¥ CEMEHHOTO0 yX0/Aa. DTO MO3BOJIAET aHAJIM3UPOBATH
MeXaHU3Mbl SMOLOHAJIBHON PeryJIAlUY, TPOABJIEeHUA TPAaBMaTHYECKOTro OonblTa ¥ 3G (EKTUBHOCTD MOePXKUBAOIINX
U TPaBMOOPHEHTHPOBAHHBIX CTpaTerydil BMellaTesibcTBa. IIpakTuyeckas 3HAYUMOCTb KCCJIeOBAaHUA 3aKJII0YyaeTcs
B €ro NoTeHIMajle BHeJpPeHUA TPaBMOOPHEHTHPOBAHHOI'O IojAXoAa B o0pa3oBaTesIbHYI0 U COLUAJIbHYI0 MPAKTUKY
npu pabore C AeTbMHU, HaxXOAAIUMUCA Ha aJbTePHATHBHOM IIONEYEHMH, C LeJIbl0 MOBbIIEHUA 3PPeKTUBHOCTH
NICUXO0JIOTUYECKON U NeJaroruyeckoy moaaepxKu

KnioueBble CrfioBa: 3MONMOHAJIBHOE COCTOSHUE; YPOBEHb TPEBOXHOCTH; COILUAJIbHBIE CJIYXKOBI; IPUEMHbIE CEMbHU;
reJarornvyeckoe B3auMoAelCTBUE; JeMHCTUTYIIMOHATN3ATIMA
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Abstract. Beginning Chinese learners from Central Asia often show uneven development in classroom participation, online
practice, and Chinese character writing. This study examined how smart teaching tools support formative assessment and
process feedback in an elementary international Chinese classroom. A 12-week teaching practice was conducted with 17
students from Kyrgyzstan, Kazakhstan, and Russia, representing learners from Central Asia and neighbouring regions; 14
of them were Dungan students. Multi-source data collected through Chaoxing Learning Platform, the International Chinese
Smart Teaching System, and a smart handwriting pen system were analysed with descriptive statistics and qualitative
observation. The results showed that digital interaction was used 4.6 times per 50-minute class on average, increasing from
3.2 times per class in the first week to 5.1 times per class in the twelfth week, and the average participation rate in demanding
tasks such as recitation and translation reached 94.1%. The average online practice score was 90.1, and each assignment
was submitted 6.3 times on average, showing repeated corrective learning based on platform feedback. The average regular
performance score was 90.12, the average final course grade was 76.94, and the passing rate was 100%. Handwriting
trajectories revealed stroke order, stroke direction, starting position, and structural layout problems that were not fully
visible in final written products, such as writing the vertical stroke before the horizontal stroke in simple characters like “+-”.
Students showed positive acceptance of the tools, with an average satisfaction score of 4.19 out of 5; the point system received
the highest score of 4.41. The findings show that smart teaching tools make the learning process of Central Asian Chinese
learners more visible and provide practical evidence for classroom adjustment, writing feedback, and formative assessment

Keywords: learning analytics; Dungan learners; Chinese character writing; formative assessment; classroom interaction;
process feedback

H INTRODUCTION

International Chinese education has developed rapidly
with the expansion of educational mobility, regional co-
operation, and intercultural communication. In this con-
text, Central Asian students constitute an important learn-
er group in Chinese language education in China because
of increasing academic mobility, regional cooperation,
and cross-border communication. Students from Kyr-
gyzstan, Kazakhstan, Russia, Uzbekistan, and neighbour-
ing regions often study Chinese for academic mobility,
professional development, cross-border communication,
and cultural exchange. Some students, particularly those
with Dungan backgrounds, may have oral familiarity with
Chinese-related speech varieties because of their commu-
nity language background, but this familiarity does not
necessarily translate into standard Chinese literacy skills,

especially character reading and writing. This difference
can be explained by the distinction between oral experi-
ence and literacy experience. The previous schooling of
Dungan learners is based mainly on Cyrillic alphabetic
literacy, which develops linear, letter-by-letter visual pro-
cessing and left-to-right writing routines. Chinese charac-
ters, in contrast, require two-dimensional spatial analysis,
stroke-based production, and attention to component ar-
rangement and stroke order. The visual-spatial and motor
skills developed through Cyrillic-based literacy are there-
fore not directly compatible with the stroke-based logic
and structural principles of Chinese characters. As a result,
oral familiarity with Chinese-related speech varieties does
not by itself facilitate the acquisition of Chinese character
reading and writing.
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Chinese character writing is one of the most difficult
components for beginning learners whose previous literacy
experience is based mainly on alphabetic writing systems.
Learners must acquire not only the final visual form of a
character but also stroke order, stroke direction, starting
position, component arrangement, and spatial structure.
If assessment focuses only on the final written product,
teachers may overlook hidden procedural errors. For ex-
ample, a character may look visually acceptable, while the
learner may have written it with incorrect stroke sequence
or reversed stroke direction. These process-level problems
may influence later character learning and writing fluen-
cy. Addressing such process-level problems is also part of
the broader transformation of international Chinese edu-
cation in the new era, which has raised new requirements
for teaching models, learner support, and educational
technology (Li & Liu, 2021). Smart teaching tools provide
new possibilities for addressing these problems. Recent
reviews have identified intelligent technology, smart ped-
agogy, smart learning environments, smart learning, and
smart learners as major pillars of smart education (Yang et
al., 2025). Smart education has also been discussed as a
way to connect traditional classroom instruction with dig-
ital resources, interactive platforms, and adaptive learn-
ing opportunities (Chukwuemeka, 2025). In international
Chinese education, smart teaching design has been used
to support classroom interaction, task organisation, re-
source integration, and learning-process records (Wen &
Liu, 2023). At the same time, research on online learning
environments and learning analytics has shown that plat-
form data can provide evidence of engagement, participa-
tion, and learning outcomes. J. Fan & M. Tian (2026) found
that online learning environment factors influenced Chi-
nese as a foreign language learning achievement among in-
ternational students in China through student engagement.
M. Hernéndez-Campos et al. (2025) reported that engage-
ment and platform behaviour were frequently used indi-
cators in learning analytics systems for evaluating higher
education outcomes.

Recent Chinese language and character learning stud-
ies also provide important theoretical support. L. Yang &
J. Lin (2026) examined writing development in Chinese
as a foreign language and showed that writing develop-
ment involves multiple textual and linguistic dimensions.
H. Sun et al. (2026) found that computer-assisted stroke or-
der learning influenced second language learners’ Chinese
character writing. J. Yu et al. (2026) analysed teachers’ be-
liefs and practices in Chinese character teaching and high-
lighted the continuing importance of character instruction
in Chinese as a foreign language education. Despite these
developments, several gaps remain. First, many studies dis-
cuss smart education at a general level, while fewer stud-
ies examine how multiple smart tools can be integrated
into formative assessment in a natural elementary Chinese
classroom. Second, the learning characteristics of Central
Asian Chinese learners, especially Dungan learners, have
not received sufficient attention in classroom-based smart
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teaching research. Third, although digital handwriting
technology has been used in Chinese character research, its
pedagogical value in formative assessment and everyday
classroom feedback remains underexplored.

Therefore, this study investigated how smart teaching
tools supported formative assessment and process feedback
for Central Asian beginning Chinese learners. The study
addressed the following three research questions: 1. What
patterns of classroom interaction, online practice, and
handwriting behaviour emerged when smart tools were in-
tegrated into formative assessment for beginning Central
Asian Chinese learners? 2. What learning-process evidence
can be obtained from classroom interaction, online prac-
tice, and handwriting trajectory data? 3. How do Central
Asian students perceive these smart tools in their Chinese
learning process? The novelty of the study lies in the inte-
grated use of three types of smart tools in a natural class-
room setting: a learning management platform, a smart
Chinese teaching system, and a smart handwriting pen
system. By combining classroom interaction data, online
practice data, and handwriting trajectory data, the study
provides a more detailed view of the learning process of
Central Asian beginning Chinese learners and offers prac-
tical evidence for process-oriented formative assessment.

H LITERATURE REVIEW

Smart teaching tools in language education

Smart teaching tools have become increasingly common
in language education. They include learning manage-
ment systems, online practice platforms, speech evalu-
ation systems, artificial intelligence-supported resourc-
es, intelligent feedback systems, and digital handwriting
tools. In language classrooms, these tools can support
task distribution, interaction, feedback, assessment, and
learning-process recording. Research on smart education
suggests that intelligent technologies can reshape teach-
ing and learning methods by improving access to learning
resources, supporting personalised learning, and making
learning behaviour more traceable (Yang et al., 2025).
E.J. Chukwuemeka (2025) argued that smart education
creates opportunities for more interactive and accessible
learning, but it also brings challenges related to infrastruc-
ture, privacy, and teacher readiness. In Chinese language
education, smart teaching design has been discussed as a
way to connect pre-class preparation, in-class interaction,
after-class practice, and post-learning reflection (Wen &
Liu, 2023). J. Cai & X. Liu (2023) proposed a multi-stage
smart teaching model for international Chinese education,
showing that smart platforms can support differentiated in-
struction and classroom participation.

Language learning studies have also examined digi-
tal and artificial intelligence-supported learning environ-
ments. E. Alhusaiyan (2025) reviewed current trends in ar-
tificial intelligence in foreign language learning and found
that technology-supported systems can enhance writing
quality, scoring accuracy, and learner engagement, but
teacher intervention remains necessary. Y. Li et al. (2025)




reviewed large language model-supported smart educa-
tional services and emphasised personalised learning, as-
sessment, data management, and ethical challenges. How-
ever, smart tools do not automatically improve learning.
Their value depends on task design, teacher interpretation,
learner engagement, and the connection between digital
evidence and pedagogical feedback.

The first tool type is learning management systems,
represented in this study by Chaoxing Learning Platform.
Learning analytics research indicates that platform records
of attendance, response frequency, and task completion
can serve as useful indicators of behavioural engagement
in higher education (Hernédndez-Campos et al., 2025; Ngu-
lube & Ncube, 2025). In Chinese language education,
platform-supported teaching design has been shown to
connect pre-class preparation, in-class interaction, and af-
ter-class practice into a continuous learning cycle (Wen &
Liu, 2023; Zhou et al., 2024). These studies justify the use
of a learning management platform as the organisational
basis of formative assessment in the present study.

The second tool type is online language practice sys-
tems, represented in this study by the International Chi-
nese Smart Teaching System. Research on smart Chinese
teaching has shown that platform-based speech imitation,
online exercises, and assignment submission can support
differentiated instruction and repeated corrective practice
(Cai & Liu, 2023). C. Xu & J. Bai (2025) further demonstrat-
ed that behavioural analytics generated by smart education
systems can support dynamic quality assessment in Chinese
language courses. J. Fan & M. Tian (2026) showed that stu-
dent engagement mediated the relationship between online
learning environment factors and Chinese as a foreign lan-
guage learning achievement among international students
in China, which indicates that practice-platform records
can provide meaningful evidence about learning processes.

The third tool type is digital handwriting technology,
represented in this study by a smart handwriting pen sys-
tem. Stroke-level handwriting research has demonstrated
that trajectory data can reveal preparation and execution
processes that remain invisible in final written products
(Xu et al., 2026). Computer-assisted stroke order learning
has been shown to influence second language learners’
Chinese character writing and comparisons of typing and
handwriting suggest that handwriting supports distinctive
orthography-sound and orthography-meaning mappings
(Sun et al., 2026; Shi et al., 2026). For beginning learners of
Chinese as a foreign language, character structural features
observed during writing are closely related to the legibility
of handwritten characters (Lai et al., 2025). These findings
support the use of smart handwriting tools for process-ori-
ented writing assessment.

Formative assessment and learning analytics

Formative assessment refers to assessment activities that
provide information for improving teaching and learning
during the learning process. Unlike summative assessment,
which mainly focuses on final achievement, formative
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assessment emphasises feedback, adjustment, and contin-
uous improvement. P. Black & D. Wiliam (1998) argued
that formative assessment is effective when evidence about
student learning is used to adapt teaching to meet learner
needs. J. Hattie & H. Timperley (2007) further indicated
that effective feedback should help learners understand
current performance, learning goals, and next steps.

Recent studies have extended formative assessment
into digital environments. C. Hankeln et al. (2025) discussed
the development of digital formative assessment tools for
deeper learning goals and argued that digital assessment
should provide meaningful evidence rather than only sur-
face-level correctness. B.P. Solis Trujillo et al. (2025) re-
viewed formative assessment and feedback in graduate
studies and found that timely and specific feedback sup-
ports self-regulation and learning motivation. These find-
ings are relevant to language learning because beginning
learners need repeated practice, correction, and feedback
before stable language habits can be formed. Learning an-
alytics offers another important perspective. G. Siemens &
P. Long (2011) described learning analytics as a way to use
educational data to understand and optimise learning. Re-
cent studies have shown that learning analytics systems of-
ten use engagement, platform behaviour, task completion,
and performance records to evaluate learning outcomes in
higher education (Herndndez-Campos et al., 2025). P. Ngu-
lube & M.M. Ncube (2025) showed that learning analyt-
ics can improve the user experience of learning manage-
ment systems, but data interpretation remains a challenge.
M.A. Rodriguez-Ortiz et al. (2025) further reported that
machine learning and generative artificial intelligence are
increasingly used in higher education learning analytics,
although transparency and pedagogical grounding are still
concerns. In the present study, learning analytics is not
treated as automated prediction. Instead, platform data are
used as formative evidence. Attendance records, classroom
interaction, online practice scores, repeated submissions,
and handwriting trajectories are interpreted together with
classroom observation and student feedback.

Chinese character writing

and digital handwriting evidence

Chinese character learning is a central challenge in Chi-
nese as a foreign language education. Unlike alphabetic
writing systems, Chinese characters require learners to
coordinate form, sound, meaning, stroke order, stroke di-
rection, component structure, and spatial arrangement. For
learners from Central Asia, previous experience with Cyril-
lic or other alphabetic scripts may influence their percep-
tion of Chinese character structure and stroke production.
Recent research has shown that Chinese writing develop-
ment involves multiple linguistic and textual dimensions.
L. Yang & J. Lin (2026) measured writing development in
a Chinese as a foreign language context and showed that
learners’ progress is reflected not only in final text quali-
ty but also in character-level and structural development.
J. Yu et al. (2026) found that Chinese as a foreign language
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teachers generally regard Chinese character learning as es-
sential for language development, though their instruction-
al practices vary across teaching contexts.

Stroke order and handwriting processes are also im-
portant. H. Sun et al. (2026) showed that computer-assisted
stroke order learning influenced Chinese character writing
among second language learners. Q. Shi et al. (2026) com-
pared typing and handwriting in Chinese character learn-
ing and suggested that different production modes support
different mappings among orthography, sound, and mean-
ing. C. Zhang & I. Tsimpli (2026) highlighted the inter-
action of phonology, orthography, and semantics in early
Chinese character processing. Z. Xiao et al. (2025) further
quantified regularities between orthography and phonolo-
gy in the Chinese writing system, offering additional evi-
dence for the complexity of Chinese character processing.
Digital handwriting research provides direct support for
process-oriented assessment. Z. Xu et al. (2026) construct-
ed a stroke-level large-scale database of Chinese character
handwriting and developed the OpenHandWrite_Toolbox,
showing that handwriting trajectory data can reveal prepa-
ration and execution processes. Recent classroom-based
research further showed that character structural features
were closely related to the legibility of handwritten Chi-
nese characters among beginning Chinese as a foreign
language learners (Lai et al., 2025). These studies suggest
that Chinese character writing assessment should not focus
only on final written products but should also examine how
characters are produced.

H MATERIALS AND METHODS

Participants and learning context. The participants
were 17 international students enrolled in an elementa-
ry Chinese course at a university in China in 2025. The
class was selected through convenience sampling because
it was a natural elementary Chinese class taught by the
author during the 2025 academic year. For privacy pro-
tection, the students were coded as SO1 to S17. They
came from Kyrgyzstan, Kazakhstan, and Russia, repre-
senting learners from Central Asia and neighbouring re-
gions. Eleven students were from Kyrgyzstan, two from
Kazakhstan, and four from Russia. Fourteen students were
Dungan, and three were non-Dungan. Their ages ranged
from 16 to 20 years, with a mean age of 17.5 years. Their
previous Chinese learning experience ranged from one to
six months.

Among the 17 students, 14 were true beginners, ac-
counting for 82.4% of the class. Three students had lim-
ited previous exposure to Chinese, accounting for 17.6%.
The participant group was pedagogically relevant because

it represented a typical Central Asian beginner class with
uneven oral and literacy development. Some Dungan stu-
dents had certain oral familiarity with Chinese-related
oral varieties, but most participants had limited experi-
ence with standard written Chinese and Chinese character
writing. The course was an elementary Chinese course that
included pronunciation, vocabulary, grammar, sentence
patterns, communicative practice, and Chinese character
writing. The teaching practice lasted 12 weeks from Sep-
tember to November 2025.

Smart teaching tools and data sources. Three smart
teaching tools were used in the study. The first tool was
Chaoxing Learning Platform. It was mainly used for class-
room organisation, including attendance, quick response,
random selection, discussion, homework distribution, and
classroom interaction. The platform generated records of
attendance, response frequency, participation, and home-
work-related interaction. The second tool was the In-
ternational Chinese Smart Teaching System. It was used
for online language practice, including speech imitation,
online exercises, assignment submission, and learning re-
cords. The system generated data such as practice scores,
number of submissions, completion time, and task perfor-
mance. The third tool was a smart handwriting pen system.
It was used to record Chinese character writing process-
es. The system captured handwriting trajectories, stroke
order, stroke direction, writing time, and dynamic replay
information. These data allowed the teacher to observe
how students wrote characters instead of only checking
final written products. The three tools were used togeth-
er to support formative assessment. Chaoxing Learning
Platform provided evidence about classroom participation;
the International Chinese Smart Teaching System provided
evidence about online practice and correction; the smart
handwriting pen system provided evidence about Chinese
character writing processes.

Formative assessment design. The formative assess-
ment system consisted of three components: behaviour
points, learning points, and handwriting points. Behaviour
points were mainly derived from Chaoxing Learning Plat-
form and reflected attendance, quick response, discussion,
and homework interaction. Learning points were mainly
derived from the International Chinese Smart Teaching
System and reflected speech imitation, online practice, and
assignment submission. Handwriting points were derived
from the smart handwriting pen system and the smart
teaching system, reflecting stroke order, stroke direction,
starting position, writing trajectory, and character struc-
ture. The three components, their data sources, main indi-
cators, and weights are presented in Table 1.

Table 1. Components and data sources of the formative assessment system

Component Data source Main indicators Weight
. . . . Attendance, quick response, discussion,
Behaviour points Chaoxing Learning Platform d ~SP . 30%
homework interaction
. . . . . Speech imitation, online practice,
Learning points International Chinese Smart Teaching System P . ep 40%
assignment submission
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Table 1. Continued

‘ Component Data source Main indicators Weight
Handwriting points Smart handwrltlng pen system Stroke order, strol.«? dlrect.lon, starting position, 30%
and smart teaching system writing trajectory

Note: the assessment system was designed for the elementary Chinese course in this study
Source: developed by the author based on the formative assessment design of the course

The three components were combined into a total
formative score. Behaviour points accounted for 30%,
learning points accounted for 40%, and handwriting points
accounted for 30%. The weighting was determined ac-
cording to the course objectives. Language knowledge and
practice tasks accounted for the largest proportion, while
classroom participation and Chinese character writing
were also considered important components. The points
were summarised weekly. Students could see their recent
performance in attendance, classroom participation, online
practice, and handwriting tasks. Teachers used the week-
ly records to identify students with unstable participation,
delayed submissions, or persistent handwriting difficulties.

Teaching procedure. The teaching practice lasted
12 weeks and included three stages. The first stage was
preparation, covering Weeks 1 and 2. During this stage, the
teacher prepared the digital tools and explained the learn-
ing rules. Students installed Chaoxing Learning Platform,
registered for the International Chinese Smart Teaching
System, received smart handwriting pens, and completed
account binding. The teacher demonstrated attendance
check-in, speech imitation, online exercises, assignment
submission, and handwriting upload. Trial activities were
conducted to ensure that students could use the tools.

The second stage was classroom implementation, cov-
ering Weeks 3 to 10. Teaching followed a cycle of pre-class
analysis, in-class adjustment, and after-class feedback. Be-
fore class, the teacher reviewed the previous week’s points
and platform records to identify common problems and
individual difficulties. During class, the teacher used dif-
ferent tools according to task type. Attendance, quick re-
sponses, and discussions were conducted through Chaoxing
Learning Platform. Speech imitation and sentence-pattern
practice were assigned through the International Chinese
Smart Teaching System. Chinese character writing tasks
were recorded with the smart handwriting pen system. Af-
ter class, the teacher summarised attendance, interaction,
online practice, and handwriting records, and updated
weekly points. The third stage was summary and feedback,
covering Weeks 11 and 12. During this stage, the teacher
exported the full-cycle data, including points, practice re-
cords, handwriting trajectories, course grades, and student
feedback. A questionnaire on students’ satisfaction with
smart teaching tools was administered. Semi-structured in-
terviews and classroom observation notes were also used
to understand students’ perceptions of the tools and the
formative assessment process.

Data collection and analysis. The study collect-
ed both quantitative and qualitative data. Quantitative
data included classroom interaction records, attendance
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records, online practice scores, number of assignment
submissions, course grades, and questionnaire responses.
Qualitative data included classroom observation notes,
open-ended questionnaire responses, interview comments,
and handwriting trajectory examples. Descriptive statis-
tics were used to analyse classroom interaction frequency,
participation rate, online practice scores, assignment sub-
mission times, course grades, and satisfaction scores. Per-
centages, means, maximum values, and minimum values
were calculated where appropriate. The questionnaire was
designed with reference to the technology acceptance mod-
el, especially perceived usefulness and perceived ease of
use (Davis, 1989). It included 14 items and used a 5-point
Likert scale. The items covered perceived usefulness, per-
ceived ease of use, classroom interaction, online practice,
handwriting feedback, and overall satisfaction. The ques-
tionnaire was newly developed for this study rather than
adapted from an existing validated instrument: its items
were constructed on the basis of the perceived usefulness
and perceived ease of use constructs of the technology ac-
ceptance model (Davis, 1989) and were adjusted to the
three smart tools used in the course. To ensure content
validity, the draft items were reviewed by two specialists
in international Chinese language education and one spe-
cialist in educational measurement, who evaluated the rel-
evance, clarity, and completeness of each item, and items
judged ambiguous or overlapping were revised or removed.
The revised questionnaire was then piloted with five inter-
national students from a parallel elementary Chinese class,
and minor wording adjustments were made according to
their feedback. The internal consistency of the final 14-
item questionnaire was acceptable (Cronbach’s a = 0.86).

Qualitative data were used to interpret the quantita-
tive findings. Classroom observation, interview feedback,
and handwriting trajectory replay were compared with
platform data. This triangulation helped the teacher un-
derstand whether low points resulted from absence, low
participation, incomplete online practice, or specific hand-
writing difficulties. The study did not use a control group
or a pre-test/post-test experimental design. Therefore,
the analysis focused on classroom implementation, learn-
ing-process evidence, and student perceptions. The study
did not make causal claims about the effect of smart tools
on language achievement.

All student data were anonymised. Students were
coded as SO1 to S17 in the analysis. Participation in the
questionnaire and interviews was voluntary, and informed
consent was obtained from all participants; for students
under 18, consent was obtained from their parents or le-
gal guardians. No personally identifiable information was
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reported. The study used classroom data only for teaching
research and formative assessment analysis. The study was
conducted in accordance with the ethical principles of the
Declaration of Helsinki (World Medical Association, 2013).

Bl RESULTS AND DISCUSSION

Smart classroom interaction broadened participation
Chaoxing Learning Platform records showed that digital
classroom interaction was used frequently during the 12-
week practice. On average, 4.6 digital interactions, includ-
ing attendance, quick responses, discussions, and home-
work-related activities, were initiated in each 50-minute
class. The average interaction frequency increased from
3.2 times per class in Week 1 to 5.1 times per class in Week
12. Among different types of interaction, quick response
activities were the most frequent. There were 103 quick
response activities, accounting for 41.4% of all recorded
interactions. Homework-related interactions occurred 86
times, accounting for 34.5%. Attendance activities oc-
curred 49 times, accounting for 19.7%. In relatively de-
manding classroom tasks such as recitation and transla-
tion, the average participation rate reached 94.1%, which
means that approximately 16 students participated in each
task on average.

Classroom observation showed that the platform
broadened participation opportunities. In traditional class-
room interaction, students usually responded by raising
their hands. In this situation, answers often came from a
small number of active students. After quick response and
random selection were introduced, more students entered
classroom activities. The teacher could also identify stu-
dents who were less active and invite them to participate in
appropriate tasks. The time needed for different tasks also
varied. For simple response tasks, such as reading names or
answering multiple-choice questions, the average response
time was 2.36 seconds. For complex production tasks, such
as reading aloud and retelling, the average completion
time was 229.42 seconds. This difference indicates that
oral production tasks required more language processing
and output time than simple recognition tasks.

These findings suggest that smart classroom tools made
participation more visible. The result is consistent with
learning analytics research indicating that platform be-
haviour and engagement are important indicators in eval-
uating learning processes and outcomes (Herndndez-Cam-
pos et al., 2025; Ngulube & Ncube, 2025). It also supports
the view that smart education can create more interactive
and traceable learning environments (Yang et al, 2025;
Chukwuemeka, 2025). However, participation frequency
should not be interpreted as direct evidence of learning
quality. High response frequency may indicate active en-
gagement, but it does not automatically prove deeper lan-
guage acquisition. Therefore, platform data should be com-
bined with task quality, teacher observation, and student
feedback. A concrete case from the present data illustrates
this point. One student (S09) ranked among the five most
active students in quick-response activities throughout the
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twelve weeks but obtained a final course grade of 62, only
slightly above the passing threshold; classroom observation
and interview data suggested that his rapid responses often
relied on recognising familiar words rather than on stable
language knowledge. In contrast, another student (S14)
took part relatively rarely in whole-class quick-response
activities but achieved a final grade of 95 through steady
online practice and repeated handwriting revision. These
two cases show that high interaction frequency does not
necessarily correspond to strong learning outcomes, and
that limited visible interaction does not necessarily indi-
cate weak learning.

The point system provided continuous feedback. Dur-
ing the practice, the overall class points showed an upward
trend, and rankings changed frequently. For example, SO1
was not ranked high in the early stage, but later improved
through stable attendance, active response, and completion
of handwriting tasks. This suggests that the formative point
system did not fix students’ positions at the beginning. In-
stead, students could improve their performance through
continuous participation. This is consistent with formative
assessment theory, which emphasises the use of evidence
to support learning adjustment during the learning process
(Black & Wiliam, 1998).

Online practice showed repeated corrective learning
The International Chinese Smart Teaching System pro-
vided records of online practice, assignment submission,
and repeated correction. The average online practice score
of the 17 students was 90.1. All students obtained a full
score at least once. Some students showed particularly sta-
ble performance. For example, SO2 obtained full scores in
16 of 17 exercises, and S03 obtained full scores in 17 of
18 exercises. SO1 also achieved full scores in several con-
secutive course exercises. A notable feature of the online
practice data was repeated submission. On average, each
assignment was submitted 6.3 times by each student. The
maximum number of submissions was 12, and the mini-
mum was 3. Most repeated submissions occurred two to
three days before the assignment deadline. This indicates
that many students did not stop after one attempt. Instead,
they used platform feedback to revise answers and im-
prove task completion. Compared with previous research,
this level of repeated submission is relatively high: in a
study of online assessments with unlimited attempts, stu-
dents used an average of 2.56 attempts per quiz (Brazhkin
& Strakos, 2023). The higher average in the present study
suggests that the combination of immediate platform feed-
back, weekly points, and teacher follow-up encouraged
sustained corrective practice beyond what is usually ob-
served in online assessment settings.

Repeated submission should not be interpreted as di-
rect proof of learning improvement. However, it does show
that students were willing to correct their work based on
feedback. Similarly, high platform scores should be inter-
preted as evidence of task completion and correction rather
than as a direct measure of overall Chinese proficiency. For




beginning learners, pronunciation, vocabulary, sentence
patterns, and Chinese characters all require repeated input,
output, and correction. The smart teaching system recorded
practice frequency, submission time, scores, and revision be-
haviour, allowing the teacher to observe students’ learning
rhythm and identify those who needed additional support.

Course grades were also examined. The final course
grade consisted of regular performance and final exami-
nation results, each accounting for 50%. Regular perfor-
mance included attendance, classroom interaction, online
practice, assignment submission, speech imitation, and
handwriting tasks. The average regular performance score
was 90.12. The highest score was 100, and the lowest was
80. The average final course grade was 76.94. The highest
final grade was 99, and the lowest was 60. The passing
rate was 100%, and the excellent rate was 35.3%. The dif-
ference of approximately 13 points between the average
regular performance score (90.12) and the average final
course grade (76.94) requires careful interpretation, as it
represents one of the most pedagogically significant find-
ings of this study. Three factors may explain this gap. First,
platform-based tasks allowed repeated attempts and im-
mediate feedback, so regular scores reflect students’ best
corrected performance rather than their unaided compe-
tence. Second, the final examination required independ-
ent, one-time production under time constraints, includ-
ing open-ended tasks in which students could not rely on
platform scaffolding or corrective feedback. Third, regular
performance also included attendance and participation
components, which raised the average independently of
language mastery. This pattern is consistent with formative
assessment research showing that performance in digitally
scaffolded tasks does not automatically transfer to unaided
performance in summative settings (Black & Wiliam, 1998;
Hankeln et al., 2025). The gap therefore indicates that high
platform scores should be read as evidence of engagement
in corrective learning rather than as direct predictors of
final achievement, and that formative practice should be
complemented with unaided, transfer-oriented tasks that
prepare students for final assessment.

These results indicate that the students generally met
the course requirements and engaged in repeated correc-
tive practice. Digital formative assessment research has
shown that digital tools can provide timely evidence and
support learning adjustment when they are connected to
meaningful feedback (Hankeln et al., 2025; Solis Trujillo et
al., 2025). In the present study, repeated submissions and
online scores functioned as process evidence rather than
as final achievement indicators. This distinction is impor-
tant because a high number of submissions may indicate
active correction, but it may also indicate uncertainty
or task difficulty. Therefore, submission records should
be interpreted together with score changes, task quality,
and classroom observation. These findings are also rele-
vant to Chinese learning in online environments. J. Fan &
M. Tian (2026) found that student engagement mediated
the relationship between online learning environment and
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Chinese as a foreign language learning achievement among
international students in China. C. Xu & J. Bai (2025) also
discussed dynamic quality assessment in Chinese language
courses through smart education systems and behavioural
analytics. The present study adds classroom-level evidence
by showing how repeated practice records can support
teacher decision-making in an elementary Chinese class.

Smart handwriting trajectories revealed

process-level errors

Chinese character writing was one of the most important
areas in which smart teaching tools provided additional
evidence. Classroom observation and handwriting trajec-
tory replay showed that Central Asian beginning learners’
errors were mainly concentrated in stroke order, stroke
direction, starting position, and structural layout. Some
students wrote the character “-|-” by writing the vertical
stroke before the horizontal stroke. Some students wrote
the internal strokes of “H” in an incorrect order. These
examples indicate that students were not yet familiar
with basic stroke order rules. Other students wrote the
first horizontal stroke of “*}-” like a left-falling stroke, or
wrote the left-falling stroke of “#” with an inaccurate an-
gle. These examples suggest weak awareness of stroke di-
rection. In characters such as “[f”, some students placed
the internal component inaccurately, leading to poor pro-
portion and structural imbalance. The smart handwriting
pen system allowed the teacher to replay students’ writing
trajectories. When many students made similar mistakes,
the teacher displayed trajectory replay in class, compared
student writing with standard stroke order, and explained
the correct writing process step by step. This process
helped students compare their own writing with standard
character production.

Figure 1 presents a handwriting sample of the Chinese
character “fii” recorded by the smart handwriting pen
system. The left panel shows the student’s original writ-
ten form, the middle panel presents the dynamic trajecto-
ry replay, and the right panel shows the stroke order and
structural decomposition in different colours. The example
demonstrates that trajectory replay can reveal process-lev-
el problems in stroke order, stroke direction, starting posi-
tion, and character structure that may not be fully visible
from the final written form alone.
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Figure 1. Student writing, dynamic trajectory replay,
and stroke-structure decomposition of the Chinese character “fi.”
Note: student information was anonymised
Source: classroom handwriting data collected by the smart
handwriting pen system
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Questionnaire results showed that students’ satisfac-
tion with the handwriting demonstration and trajectory
replay function was 4.12 out of 5. One student commented
that when writing at home, it was difficult to know wheth-
er the writing process was correct, but the online demon-
stration made it easier to understand how to write the char-
acter. This feedback indicates that smart handwriting tools
can transform the invisible writing process into observa-
ble feedback materials. These findings are consistent with
recent Chinese character writing and digital handwriting
research. H. Sun et al. (2026) showed that computer-assist-
ed stroke order learning influenced Chinese character writ-
ing among second language learners. Z. Xu et al. (2026)
demonstrated that stroke-level handwriting trajectories
provide fine-grained evidence for analysing handwriting
preparation and execution. J. Yu et al. (2026) also showed
that Chinese character instruction remains a central com-
ponent of Chinese as a foreign language education. In the
present study, the smart handwriting pen system played a
formative role by allowing the teacher to observe not only
whether a character was written correctly, but also how
the character was produced.

The findings also correspond to previous research on
Central Asian learners. Y. Lai et al. (2025) showed that
character structural features were related to the legibili-
ty of handwritten Chinese characters among beginning
learners. The present study extends these findings by
showing how handwriting trajectory data can be used as
formative assessment evidence in everyday classroom in-
struction. For Central Asian learners with alphabetic writ-
ing backgrounds, Chinese character writing requires new
visual-spatial and motor habits. Dungan students may have
oral familiarity with Chinese-related speech varieties, but
this does not automatically support standard Chinese char-
acter writing. Therefore, process-oriented writing feedback
is necessary. Smart handwriting pens can complement tra-
ditional correction by showing whether an error originates
from stroke order, stroke direction, starting position, or
structural layout.

Student satisfaction confirmed practical acceptability

At the end of the teaching practice, 17 valid question-
naires were collected. The results showed that students
generally accepted the smart teaching tools positively.
The average satisfaction score across all tool functions
was 4.19 out of 5. Among the specific functions, the point
system received the highest score, with a mean of 4.41 and
a standard deviation of 0.71. The quick response function
received a mean score of 4.35 and a standard deviation of
0.79. Random selection and photo-based attendance both
received mean scores of 4.18. The handwriting demon-
stration and trajectory replay function received a mean
score of 4.12. Grouping and online question answering
both received mean scores of 4.06. In addition, 88.2% of
students believed that online tools improved their Chi-
nese learning efficiency, while 11.8% believed that the
tools might be helpful.
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Open-ended responses showed that students particu-
larly valued the point system, quick response activities,
and handwriting trajectory replay. Among the 12 students
who gave the point system a score of 5, 10 were relatively
active in quick response activities. This suggests that stu-
dents’ positive evaluation of the point system was generally
consistent with their classroom participation. Students who
had weaker Chinese character writing foundations tended
to value trajectory replay more strongly. This indicates
that students’ acceptance of different tools was related to
their individual learning needs. The findings correspond
to the technology acceptance model, which suggests that
perceived usefulness and perceived ease of use influence
users’ willingness to use technology (Davis, 1989). In this
study, students’ satisfaction was not distributed evenly
across all functions. More active students tended to value
point-based interaction, while students with weaker hand-
writing foundations valued trajectory replay. This suggests
that smart tool acceptance depends not only on technical
design but also on learners’ specific difficulties.

The results also show that smart tools require teacher
interpretation. Digital data did not automatically produce
pedagogical decisions. Low participation might result from
absence, low confidence, task difficulty, or unfamiliarity
with the platform. A handwriting error might result from
misunderstanding of stroke rules, lack of practice, or tech-
nical issues. Therefore, smart tool data should be used as
evidence for teacher judgment rather than as a replace-
ment for teacher judgment. The integration of multiple
data sources was useful because each tool had limitations.
Classroom interaction data showed participation but not
necessarily learning quality. Online practice data showed
scores and submissions but not all learning difficulties.
Handwriting trajectory data showed writing processes but
covered only character tasks. When these sources were
combined, the teacher obtained a more complete picture
of student learning. This has practical significance for in-
ternational Chinese education because beginning Central
Asian learners often show uneven development across oral
communication, online practice, and written Chinese.

B CONCLUSIONS

This study explored the use of smart teaching tools in form-
ative assessment for Central Asian beginning Chinese learn-
ers. The 12-week classroom practice showed that Chaox-
ing Learning Platform, the International Chinese Smart
Teaching System, and a smart handwriting pen system
could provide complementary evidence about classroom
participation, online practice, repeated correction, and
Chinese character writing processes. The results indicate
that smart tools helped make students’ learning behaviours
more visible. Digital classroom interaction was used 4.6
times per class on average, and the average participation
rate in demanding tasks reached 94.1%. Online practice
data showed that students achieved an average score of
90.1 and submitted each assignment 6.3 times on average.
Handwriting trajectory data helped identify stroke order,




stroke direction, starting position, and structural layout
problems. Students also reported generally positive atti-
tudes toward the tools, with an average satisfaction score
of 4.19 out of 5. At the same time, the average final course
grade (76.94) was markedly lower than the average reg-
ular performance score (90.12). This gap suggests that
strong performance in scaffolded, feedback-rich platform
tasks did not fully transfer to independent, one-time ex-
amination performance, and that formative online practice
should be combined with unaided, transfer-oriented tasks.

The findings are particularly relevant to Central Asian
Chinese learners. Some students may have oral famili-
arity with Chinese-related language environments, but
their standard Chinese literacy skills, especially Chinese
character writing, still require systematic support. Smart
handwriting trajectories were useful for revealing writ-
ing-process problems that could not be fully observed
through final written products alone. Pedagogically, the
findings suggest that teachers of beginning Chinese learn-
ers can combine platform participation records, online
practice data, and handwriting trajectory feedback to
identify different types of learning difficulties and provide
more targeted formative support. It should also be noted
that, because only three participants were non-Dungan,
the present data did not allow a systematic comparison
between Dungan and non-Dungan learners; the findings
therefore describe the class as a whole rather than differ-
ences between these two groups.

The study also has limitations. First, it was based on a
small natural class of 17 students, and the participants came
mainly from Central Asia. Therefore, the findings cannot
be directly generalised to all international Chinese class-
rooms. Second, the study did not include a control group
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Bop6opayK A3usaaaH KeJireH KbiTak TUIMH YAPOHYYYynep
YUYH aKbinayy Kypanpap

IOHb J1an
(DI/IJ'IOCOCIJI/IH WIIMMAEPVHVH KaHAUAAThI, JOLEHT
TYH}:[YK-BaTbIH.I neqarorukasiblk YHUBEPpCUTETH

730070, AapHuH JyHiTy Ke4., 967, JlaHbwkOY 1., KbiTait
https://orcid.org/0009-0005-6220-4310

AHHoOTaumsa. bopbopayk A3usfaH KeJireH KbiTall TWJIMH XaHbIAaH YHpeHyN GamTaradH CTyJeHTTep KeOyHue cabakka
KaThIllyy, OHJIANH IpaKTHKa ’XaHa KbITall HeporjudTepuH Xasyy CBIAKTYY OareiTTapAa OupAell sMec OHYIYYHY
KkepceTymeT. Bys nsnnaeene GamTanksl JeHTI3JIerd 3J1 apajblk KbITall TN cabarelHaa akbUIAYy OKYTYyY KypaJiaapbl
dopmaTuBaUK 6aaJ00Hy XKaHa OKYy IIpolleCCUHAerH KaliTappIM OalJIaHBIITH KaHAalya KOJIA0M TypraHabIrbl U3UJIAEH/IN.
12 xyma 6010 Keipreiscras, Kaszakcran xaHa PoccuspaH kenareH 17 CTyAeHTTUH KaThIIyyCyHAA OKYTYY XXKYPry3yJiay.
Anap Bopbopayk AsusA kaHa ara 4eKTell aliMaKTapAblH OKyydyJapblH TY3YIIK6H; ajapAblH 14y OyHraH yJIyTyHAArsl
crynentrep 6osroH. Chaoxing Learning Platform, Oy apanbik KbITail TWIMH aKbUILYy OKYTYY CHCTEMAachl JXaHa
neporandTepan XKasyy YIYH aKbUIAYY KajleM CUCTeMachl apKbUILyy YOTYJITyJraH Kenl OyJIakTyy MaajabIMaTTap celnarraMa
CTATUCTHKA KaHa camnaTThIK 0AaliKoo bIKMajlapbl MeHeH TajjaHAbl. HaTeliDkasap caHapuNTHK €3 apa apakeTTeHyy S50
MYHOTTYK O6up cabakra opTouo 4,6 XK0JIy KOJAOHYJITaHbIH KOpCOeTTy. Byl KepceTkyd OMpHHUM Xymanaa 3,2 XOoJydaH
OH 5KMHYM XyMafa 5,1 >xojyra yeliMH ©CKeH. )KaTToo kaHa KOTOPMO CBIAKTYY TaTaaJl TalllbIpMajapra KaThIIIyyHYH
opTouo AeHr?»u 94,1 % Ty3reH. OHJalH IpakTUKaHbH opToYo ynaisl 90,1 6osyn, ap 6up TanmsipMa opTodo 6,3 XKoJTy
TaNIbIpbUIraH. By cTygeHTTepauH nmiuardopma OepreH KalTapblM OallJIaHBIITHIH HerM3WHAE KaTajlapblH OHAOO YUIYH
TanmbelpMasiapAabl Kaiipa-kalipa aTKapraHAbIIbIH KepCceTeT. YUypAarsl XKeTHUIIKeHAUKTUH opTo4o 6aackl 90,12, KypcTyH
KBIBIHTBIKTOOUY Oaachl 76,94, ajn smu eTyy kepceTkyuy 100 % Ty3reH. Meporiud xa3yy TpaeKTOPHAJIApPhIH TaJA00
JAasp XKasyy HUIITeprHeH AalibiMa 3Jie KOpYHOereH KeHrenaepAy aHBIKTOOIO MYMKYHAYK Oepau. Anapra ChI3BIKTapAbIH
’KasplIyy TapTUOM >kaHa OarbIThl, ’kKa3yyHyH OalliTanKbl 4eKWTH >XKaHa MeporJu@TUH TY3YMIYK >XaWraumyycy KHuper.
Mucanbl, “1” CHAKTYy *XeHOKel ueporiudTeple TUK CHI3BIKTH TyypachiHaH Mypja Xasyy KeWreiy OGaiikajraH.
CTyeHTTepAVH aKbUIAYy OKYTYyy KypajijapbiHa 60JIrOH MaMujlecH OH 0oJiroH. KaHaaTTaHyyHYH OpTOYO KOpPCOTKYYY 5
6ayuiaaH 4,19 Ty3ay. Yma# cucteMachl 9H KOTOpKy 6aara 23 6osym, 4,41 6amiasl Ty3ay. U3niaeeHyH XKbIBIHTHIKTaphl
aKBUIYY OKYTYYy Kypanfapsl bopbopayk A3usaaH KeJreH KbITall TUJINH YHPOHYYUYJIOPAYH OKYY IPOIECCHH adyblK-alKbIH
KepceTyyre MYMKYHAYK OepepuH kepceTTy. OMOHI0M dJie ajap cabakTapAbl )KeHIe cajyy, ka3yy O0OloHuYa KaliTapblM
GaiinaHbIl 6epyy kaHa GopMaTUBANK 0aao00Hy XYPry3yy YUYH IPaKTHKAJIBIK HETU3 Ty36eT

Herusru cespep: okyy aHaJMTHKACH; AYHTaH OKyy4yJapsl; KeiTail neporjaudTepuH xa3yy; GopMaTuBauK 6aasioo;
KJIacCTarsl 63 apa apakeTTeHYY; OKyy IpOIleCCUHAeru KaiTapbiM OaiijIaHbIIl
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MHTennekTyasnbHble UHCTPYMEHTbI
ONS U3ydaloLlmx KUTaNCKUM a3biK U3 LleHTpanbHoM A3umn

IOHb J1an

Kangupar ¢punocodpckux HayK, JOLEHT
CeBepo-3anaJHblll lejarornueckuil YHUBepCUuTeT
730070, yi1. AupHuUH [yHny 967, r. Jlanpwkoy, Kurai
https://orcid.org/0009-0005-6220-4310

AHHOTauua. HauuHamwolye uH3yvyamllne KUATANWCKUU sA3bIK U3 LleHTpaspHONM A3UKM YacTO JEMOHCTPUPYIOT
HepaBHOMEDPHOE Pa3BUTHE B TAaKUX ACIEKTaX, KaK y4acTUe B 3aHATUAX, OHJIAHH-NPAKTUKA U HaNMCaHUEe KUTAHCKUX
neporaudoB. B JTaHHOM HcCIeOBAaHNN M3Y4YaJioCh, KaK MHTEJJIEKTyaJIbHble MHCTPYMEHTH 00y4eHUs MOAAEPXKUBAIOT
dopmaTuBHOE OlleHMBaHUE U IpeJOCTaBJieHHe OOpaTHOU CBA3M B Ipolecce oOydYeHHs Ha HavYaJbHOM YypPOBHE
MEeXyHapOJHOIO KUTANCKOTO fA3bIKa. B TeyeHue 12 Henmenb MpOBOAMJIOCH 0Oy4yeHUE ¢ ydacTheM 17 CTyJeHTOB U3
Keipreizcrana, Kazaxcrana u Poccuy, npeicTaBJIAIIMX cTpaHbl LleHTpasibHON A3uM U coceJHUE PEeruoHsl; 14 13 HUX
OBLIN AyHraHaMu. MHOTOMCTOYHUKOBBIE JaHHBIE, cOOpaHHbIe ¢ momolnbsio miardopmer Chaoxing Learning Platform,
CHCTEMBI NHTEJIJIEKTYaJIbHOT'0 00yYeHUA MeXAYHAPOAHOMY KUTAHCKOMY A3BIKY U CUCTEMBI MHTEJJIEKTYaJIbHON PYYKU
I MHUChMA, AaHAJU3UPOBAJIMCH C HCIIOJIB30BAHMEM OIMCATEJBHON CTAaTUCTUKU U KAa4YeCTBEHHOr'o HaOJIIOJeHHA.
Pe3ypTaThl IOKa3ajy, YTO [UGPOBOE B3aNMOAENCTBIE UCII0JIb30BAIOCh B cpe/iHeM 4,6 pa3a 3a 50-MUHYTHOe 3aHATHE:
rokasaTeJib yBeJInuuica ¢ 3,2 pa3a Ha IepBol Hefdesle f0 5,1 pasa Ha 12-i1. CpeAHUI ypPOBEHb y4acTUSA B CJIOXHBIX
3a[laHUAX, TAKUX Kak Iepeckas u nepeBo, AocTur 94,1 %. CpegHuti 6asu1 oHJIaliH-TpaKkTUKu coctasuia 90,1, npu sTom
Kaxioe 33/laHUe BBIIIOJIHAIOCH B CpefiHeM 6,3 pa3a, 4YTO CBHJETEJIbCTBYET O MOBTOPHOM KOPPEKTUPYIoLIeM 00y4YeHUH
Ha ocHoBe 0oOpaTHOH cBA3u miaaT@opmel. CpenHuil 6asiyl 3a TeKyIylo ycrneBaemMocTh cocTaBusl 90,12, utorosas
olleHKa Kypca — 76,94, a nokasaTtesb ycrnemHocTH — 100 %. TpaekTopuu nucbMa MO3BOJIMJINA BBIIBUTH NPOOJIEMBI C
MOPAJKOM U HampaBJieHHeM YepT, Ha4aJbHON TOYKOW M CTPYKTYPHBIM PacIOJIOXEHHeM, KOTOpble He Bcerfa ObLIn
3aMeTHHl B TOTOBBIX IHChbMEHHBIX paboTax, HaIpUMep HalMCaHHe BEePTUKAJIbHOHN 4YepThHl Mepe]l TOPU30HTAIBHON B
MIPOCTHIX Meporjudax, TakKUx Kak «». CpefHsiss YIOBJIETBOPEHHOCTh CTYJEHTOB MHCTPYMEHTaMu cocTaBuia 4,19
U3 5, IpU 3TOM crcTeMa 0ajjioB MOJIyYnJa HauBBICHIYIO OLleHKY — 4,41. [ToslyueHHBIe pe3ysibTaThl MOKAa3bIBAIOT, YTO
WHTeJUIEKTyaJIbHble MHCTPYMEHTHI [eJIal0T MPoIecc 00yYeHUs KUTalCKOMY A3BIKY y CTYeHTOB U3 LleHTpaapHON A3uu
6os1ee HATJIANHBIM M MPEJIOCTABJIAIT MPAKTUYECKUe OCHOBAHMA AJIA KOPPEKTHUPOBKU 3aHATUI, 0OpaTHOU CBA3M IO
nUCcbMy U GOPMaTUBHOTO OL[eHUBAHUA

Kno4yeBble crioBa: aHaJIMTHUKa 06y‘-IeHI/IH; AYHI'aHCKHE y4YalllrecA; HallMCaHue KUTaNCKUX I/IepOFJ'II/I(l)OB; CI)OpMaTI/IBHOE
Oll€eHMBaHUE, BSaHMOI[efICTBHe B KJIaCcCe; O6paTHaH CBA3b B IIponecce O6y"IEHI/Iﬂ



https://orcid.org/0009-0005-6220-4310

Bulletin of the Jusup Balasagyn
Kyrgyz National University

Scientific Journal

Vol. 18, No. 2, 2026

Editor-in-Chief:
Gulmira Karabalaeva

Signed for print 27.06.2026.
Format 60*84/8
Conventional printed pages 13.5
Circulation 100 copies

Publishing Address:

Jusup Balasagyn Kyrgyz National University
720033, 66 Manas Avenue, Bishkek, Kyrgyz Republic
E-mail: info@balasagynbulletin.com
https://balasagynbulletin.com/en



Xycyn banacarbiH aTbiHAArbl
KYYHYH Xapubicbl

Mnumuii scypuan

Kenem 18 N°2 2026

bamks1 pegakTop:
I'ynemupa Kapabanaesa

bacmara 27.06.2026->k KO/ KOIOJITaH
®opmartsl 60*84/8
[lTapTTyy 6acma Tabax 13,5
Tupaxk 100 HycKa.

PepakuusiHbiH paperu:

XKycyn BanacarsiH ateiHAarsl Kelprei3 YayTTyK YHUBEPCUTETHU
720033, MaHnac npocnekTrucu, 66, bunikek 1., Keipreid Pecy6inkacsl
E-mail: info@balasagynbulletin.com
https://balasagynbulletin.com/ky



BecTHUK KHY nMeHuU
Xycyna banacarbiHa

Hayunouii scypran

Tom 18 N°2 2026

I'maBHbBI pegakTop:
I'ynemupa Kapabanaesa

ITognucano B mevath 27.06.2026 T.
®opmar 60*84/8
YcnoBH. mevyats. 1. 13,5
Tupax 100 sx3eMm.

Anpec penakuum:

KpIprei3ckuil HallMOHAJIbHBIN YHUBepcuTeT nMeHu XXycyna banacarsiHa
720033, nmpocnekt MaHaca, 66, r. buniikek, Keipreidckasa Pecry6inika
E-mail: info@balasagynbulletin.com
https://balasagynbulletin.com/ru



